Exploring the perceptions of academic trainees on IFRS learning through a new teaching and learning strategy by Malan, Marelize
  
COPYRIGHT AND CITATION CONSIDERATIONS OF A THESIS/ DISSERTATION 
 
You should include the following information in your bibliography, the exact style will 
vary according to the citation system you are using: 
Name of author  
Year of publication, in brackets 
Title of thesis, in italics 
Type of degree (e.g. D. Phil.; Ph.D. or M.Sc.) 
Name of the University  
Country 
Website 
Date, accessed 
 
Example 
Ndlovu, T. (2012) Electrochemical detection of organic and inorganic water 
pollutants using recompressed exfoliated graphite electrodes. D. Phil. University of 
Johannesburg: South Africa. Retrieved from: https://ujdigispace.uj.ac.za (17/7/2013).  
 EXPLORING THE PERCEPTIONS OF ACADEMIC 
TRAINEES ON IFRS LEARNING THROUGH A 
NEW TEACHING AND LEARNING STRATEGY 
by 
Marelize Malan 
MINI DISSERTATION 
Submitted in fulfillment of the requirements for the degree 
MASTERS COMMERCII 
in 
INTERNATIONAL ACCOUNTING 
in the 
FACULTY OF ECONOMIC AND FINANCIAL SCIENCES 
at the 
UNIVERSITY OF JOHANNESBURG 
 
Supervisor: Ms Erica du Toit 
October 2012 
 
 
 
ii 
 
ABSTRACT 
In January 2010, the Department of Accountancy at the University of Johannesburg 
changed their teaching and learning strategy. This new strategy moved away from a 
teacher-centered classroom experience to a student-centered approach. Several 
interventions were employed to accomplish this. Examples include: pre-reading in 
preparation of the next lecture, self-assessment tests of the main objectives of the topic 
under discussion, tutorials, assignments and consultation with peers and/or lecturers.  
Accounting education at the Department is based on International Financial Reporting 
Standards (IFRS). IFRS is seen as principle-based standards.  Many educators of 
accounting will have to adapt their teaching strategies and approaches when they deal 
with principle-based standards. They need to move away from teaching the rules to 
facilitating the understanding of principles, so that it can be applied to various scenarios.  
The purpose of this study is to explore the perceptions of academic trainees on a new 
teaching and learning strategy in the Department. This is done through a review of 
pedagogical approaches and strategies as suggested in the literature and then by 
gaining insight from academic trainees, through in-depth interviews, of the detailed 
working of the new teaching and learning strategy and the impact that the new teaching 
and learning strategy had on their learning of IFRS. 
The study found that the academic trainees perceived the new teaching and learning 
strategy to be successful and a good model to follow. It provides students with 
opportunities to learn in different ways, it encourages deep learning patterns and it 
places the responsibility for learning with the students so that they will become life-long 
learners. The teaching and learning strategy is not infallible and can be improved by 
providing more areas where students can debate multiple solutions, by incorporating 
more group work to enhance interpersonal skills and by explaining the workings and the 
purpose of the teaching and learning strategy more effectively. 
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CHAPTER 1 
INTRODUCTION AND STUDY LAYOUT 
1.1 INTRODUCTION 
In January 2010, the Department of Accountancy at the University of Johannesburg (the 
Department) changed its teaching and learning strategy. This new strategy moved away 
from a teacher-centred classroom experience and towards a student-centred approach. 
Several interventions were employed to accomplish this, such as pre-reading in 
anticipation of the next lecture, self-assessment test of the main objectives of the topic 
under discussion, group classes or tutorials, assignments and consultation with peers 
and/or lecturers. This learning process is illustrated in figure 1.1: 
Figure 1.1: The learning process of the Department 
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The accounting syllabus in the Department is based on International Financial 
Reporting Standards (IFRSs). IFRSs are seen as principle-based standards (Shortridge 
& Myring, 2004:35; Nobes, 2005:1; Benston, Bromwich & Wagenhofer, 2006:165; 
Bennet, Bradbury & Prangnell, 2006:189; Phillips, 2010:3). However, the exact 
definition of what a principle-based standard is remains hard to pin down. Some 
suggestions are: 
 “principle-based accounting provides a conceptual basis for accountants to follow 
instead of a list of detailed rules” (Shortridge & Myring, 2004:34); 
 “principles provide an entity with a broadly stated directive, but allow the entity 
flexibility in choosing a course of conduct” (Phillips, 2010:617); 
 “high-level standards with little if any operational guidance” (Benston, et al., 
2006:169); and 
 “IFRS requirements are considered to be principle-based only when they are 
consistent with the concepts set out in the Conceptual Framework” (Wells, 
2011:303). 
Although IFRSs are seen by most as principle-based standards, not everyone agrees 
that they result in „better‟ accounting than the more traditional rule-based standards. 
Some blame rule-based standards for the problems experienced at Enron, Worldcom 
and other corporate failures. This notion was however hotly debated when Parmalat, an 
European company with an accounting system based on principles, failed in December 
2003 due to fraudulent hiding of debt and creating fake profits. The question posed by 
many was: “What good is a principle-based accounting system to an unprincipled 
person?” (Rogers, 2005:433). 
The difficulty in defining principle-based standards and the freedom it allows users are 
two of the challenges faced by accounting educators. A teacher-centred approach will 
not be efficient in teaching students to apply principles to many different companies and 
in many different scenarios. A different approach is needed – thus change is vital. 
 
3 
 
1.2 THE CHANGE IN ACCOUNTING EDUCATION  
As the accounting profession, business and economic environments are changing so 
too should accounting education. In an editorial, Hassall and Milne (2004:135) support 
this view when they reflect: 
 “accounting practice and the role of the professional is changing but accounting 
 education is not reflecting this change.” 
1.2.1 Global financial reporting 
The move in the past few years to live in a borderless world has several benefits, but is 
not without problems. This can be seen from table 1.1, which presents opposing points 
of view often expressed about globalisation: 
Table 1.1: Benefits and problems of globalisation 
Benefits of globalisation Problems of globalisation 
Global income 
Higher global income and reduced 
investment barriers have increased 
foreign direct investment in many 
countries, which in turn has accelerated 
growth. 
The increasing interdependence of 
countries in a globalised world makes 
them more vulnerable to economic 
problems like the 2008 Global Financial 
Crisis. 
Environmental issues 
Improved environmental awareness and 
accountability has contributed to positive 
environmental outcomes by encouraging 
the use of more efficient, less polluting 
technologies. 
Global agricultural, forest, mining and 
fishing companies have exploited 
inadequate environmental codes and 
corrupt behaviour. 
Technological improvements 
Improved technology has dramatically 
reduced costs and has changed the way 
the world communicates, learns, 
Technological improvements have allowed 
cheap imports of manufactured goods to 
occur, destroying traditional agricultural 
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conducts business and treats illnesses. communities and increasing 
unemployment and skills shortages. 
Information availability 
Availability of information through the 
internet and social media has contributed 
to the toppling of undemocratic regimes 
and a growth in liberal democracies. 
Modern communications have spread an 
awareness of the differences between 
countries, and increased the demand for 
migration to richer countries. 
Labour issues 
The voluntary adoption by global 
companies of workplace standards for 
their production facilities in developing 
countries has made an important 
contribution to international labour 
standards and poverty reduction. 
Globalised competition can force a „race to 
the bottom‟ in wage rates and labour 
standards. It can also foster a brain drain 
of skilled workers, where highly educated 
professionals migrate to developed 
countries to benefit from the higher wages, 
creating skilled labour shortages in their 
own countries. 
Source: http://www.globaleducation.edu.au/global-issues/gi-globalisation.html 
 
Whether globalisation is experienced as a benefit or a threat, it is real and it poses 
challenges. One of these challenges is the need for global financial reporting. Several 
believers in globalisation are convinced that global financial reporting will enhance the 
performance of the global markets, will provide useful information to the users of these 
financial reports (Barth, 2008:1160) and will allow financial performance to be better 
understood (Needles, 2010:602). 
 
The International Accounting Standards Board (IASB) is responsible for the 
development and implementation of international accounting standards (IASB, 2011a). 
In 2001 it superseded the International Accounting Standards Committee (IASC), which 
had already developed several international accounting standards (IASs). A number of 
countries have accepted these standards and they were adopted by listed companies in 
the European Union (EU) as from January 2005. 
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The one country that was not part of this „international‟ move was the United States of 
America (US). The US had over the years developed its own standards under its 
standards-setting body, the Financial Accounting Standards Board (FASB). These 
standards were conceptually different from the IAS or IFRS standards, as they were 
based on rigorous rules: 
 “U.S. accounting standards have become “rules-based”, filled with specific details 
 in an attempt to address as many potential contingencies as possible. This has 
 made standards longer and more complex, and has led to arbitrary criteria for 
 accounting treatments that allow companies to structure transactions to 
 circumvent unfavorable reporting” (Shortridge & Myring, 2004:34). 
The mission of the IASB is to develop a set of high quality, global accounting standards 
that are accepted worldwide (Barth, 2008:1161). It was joined in its mission in 2002 by 
the FASB in a convergence process to “remove differences between international 
standards and US standards” (Lubbe, Modack & Watson, 2011:7). 
One of its first projects was to revise their conceptual frameworks “and converg[e] them 
into a common framework that both Boards can use in developing new and revised 
accounting standards” (Bullen & Crook, 2005:1). The first part of this project was 
released in 2010 with the issuing of the Conceptual Framework for Financial Reporting 
(Conceptual Framework). The objective of the Conceptual Framework is to facilitate the 
consistent and logical formulation of IFRSs (IASB, 2011b:paragraph 8). It is the goal of 
both Boards that the new standards that they develop to be principle-based. This 
according to some will be achieved only when a standard is consistent with the 
concepts within the Conceptual Framework (Wells, 2011:304). There must therefore be 
a clear connection between the concepts from the Conceptual Framework and the 
requirements in a standard. 
1.2.2 Framework-based teaching 
As the financial world has moved towards global financial reporting and the need for a 
single set of accounting standards, the shift in accounting education also has to be 
made. The teaching of IFRS should follow an approach where the principles and 
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concepts are taught. Many accounting educators have been unsure of how to make the 
transition to this approach now that they have to teach students IFRSs that are more 
principle-based. 
According to Wells (2011) framework-based teaching is the solution. He defines it as a 
way to relate the concepts in the Conceptual Framework to the IFRS requirement being 
taught. Due to consistency between the Conceptual Framework and the requirements in 
an IFRS, this approach will “lay the foundation for a more robust and cohesive 
understanding of the requirements in IFRSs” (Wells, 2011:306).  
To comply with this approach several practical suggestions that will assist with the 
teaching of it have been made. One such approach is for students (with assistance from 
the lecturer) to identify an economic event and gain a thorough understanding of it (for 
instance, the acquisition of a machine through a lease contract). The concepts from the 
Conceptual Framework should then be taught as they relate to the specific economic 
event, the principles from the applicable standard should be illustrated and then the 
rules of the standard should be discussed (Barth, 2008:1163-1165; Carmona & 
Trombetta, 2010:4; Coetzee & Schmulian, 2011:2). 
It is believed that this approach will enhance students‟ ability to exercise judgement – a 
skill necessary when applying principle-based standards – and lifelong learning, as 
IFRSs change regularly (Hodgdon, Hughes & Street, 2011; Wells, 2011:306). 
Other benefits of teaching students IFRSs in this manner will also be achieved. 
International accounting is no longer just a separate module or course that students can 
specialise in but is what accounting education has become synonymous with (Needles, 
2010:601). In their article Hodgdon, et al. (2011:415) mention that “today all major 
economies have either adopted IFRS or have established timetables to adopt or 
converge with IFRS”. Accounting students will therefore be able to move more easily 
between jurisdictions as they will have to learn how to apply only one set of standards. 
Members of faculties from different universities and colleges worldwide can learn from 
one another and come up with innovative ways to teach these concepts and principles 
best.  
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1.2.3 Expectation gap  
Another point on the agenda that calls for changes in accounting education is the 
closing of the expectation gap between what competencies the profession dictates an 
entrant into the profession should have and the competencies actually produced in 
graduates (Adler & Milne, 1997:191; Booth, Luckett & Mladenovic, 1999:278; Boyce, 
Williams, Kelly & Yee, 2001:38; Leveson, 2004:529; Hassal & Milne, 2004:135; Adler, 
Whiting & Wynn-William, 2004:213; Cullen, Richardson & O‟Brien, 2004:251; De 
Villiers, 2010:1). Bui and Porter (2010:23) describe this expectation-performance gap as 
follows: 
 “professional accounting bodies, employers of accounting graduates and 
 academics alike have criticized accounting programmes for failing to equip 
 graduates with the competencies (knowledge, skills and personal attributes) 
 required by members of the accounting profession in the modern, 
 technologically-astute, rapidly changing business environment”.  
Various factors contribute to this gap, namely: 
 different views on what competencies a graduate should possess (Bui & Porter, 
2010:24; De Villiers, 2010:2); 
 different views on who should take responsibility for the development of these 
competencies (Adler & Milne, 1997:192; Hassal, Lewis & Broadbent,1998:S39; 
De Villiers, 2010:10);  
 student‟s perceptions of accountants, the work that they do and the accounting 
course (Boyce, et al., 2001:38; Bui & Porter, 2010:24); and 
 the intense focus of universities on research output, with much less emphasis on 
teaching excellence (Adler & Milne, 1997:192; Bui & Porter, 2010:24). 
Graduates require a wide range of competencies such as technical knowledge, the 
ability to apply that knowledge, a broad business perspective, general business skills, 
strategic thinking, communication, leadership and interpersonal skills (Booth, et al., 
1999:277; Boyce, et al., 2001:37-39; Bui & Porter, 2010:26; Healy & McCutcheon, 
2010:555; Stainbank, 2010:79). Which skills are more important or should be focused 
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on earlier rather than later is up for debate. In their study Bui and Porter (2010) found 
that there is a significant difference between what big firms require from their entry-level 
professionals and what medium-sized or small firms require. They found that the big 
firms place strong emphasis on oral and presentation skills, as their graduates are 
required to make effective presentations to their clients from early on in their careers. 
For medium and small firms, interpersonal skills such as the ability to interact with 
clients and colleagues are more important.  
Suggestions to narrow the expectation-performance gap may be to (Bui & Porter, 
2010:46): 
 improve communication between all the role players – the professional bodies, 
employers and educators; 
 increase training for accounting lecturers to enhance their teaching abilities; 
 raise the worth of teaching as compared to research in tertiary institutions; and 
 shift the focus in curriculum from content knowledge that becomes obsolete 
quickly to critical skills that are transferable to different career paths (De Villiers, 
2010:10). 
The role of accounting educators in closing the gap is paramount for any lasting 
changes to occur. They will be the leaders in developing new curricula and looking at 
programmes holistically to “ensure that all modules in a programme contribute to the 
development of the required skills” (Stainbank, 2010:83). Whatever strategies they 
choose to follow must be diverse so that the full range of generic skills will be catered to 
(Boyce, et al., 2001:47). It also requires a shift in the minds of educators to move from 
being “lawgivers” to being “facilitators and coaches” (Adler & Milne, 1997:194).  
1.2.4 Competency Framework 
In South Africa the chartered accounting profession is governed by the South African 
Institute of Chartered Accountants (SAICA). Apart from providing support services to its 
members, it takes a leading role in the education of prospective chartered accountants 
with specific training programmes, accreditation of universities and the development of 
a competency framework. 
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In 2008 SAICA developed and approved a Competency Framework that outlines the 
competencies expected of a Chartered Accountant (SA) at point of entry into the 
profession. The competencies refer to the broad range of knowledge, skills, attitudes 
and behaviour that together make up a chartered accounting professional. The entry 
point to the profession is when the required education, training and assessments have 
been completed so that a person is entitled to register as a member of SAICA and use 
the CA(SA) designation (SAICA Competency Framework, 2009). 
This Competency Framework was developed to address the expectation gap 
experienced in the South African context and has a dual purpose – it will firstly identify 
and describe the professional competencies that a CA(SA) should demonstrate on 
completion of their required education, training and assessment and secondly it will 
dictate the base upon which the SAICA education, training and assessment 
programmes are developed and delivered (SAICA Competency Framework, 2009). 
In developing this Competency Framework, SAICA identified that leadership is one of 
the fundamental characteristics of a CA(SA). They defined their vision of a CA(SA) as “a 
leader with a very specific background in professional accountancy” (SAICA 
Competency Framework, 2009:4). The leadership ability therefore permeates all the 
other skills and competencies. 
The education and training of a CA(SA) is therefore competency based. A CA(SA) on 
qualification should therefore have the necessary knowledge, practical skills and ability 
to apply that knowledge and skills effectively. The qualifying process to become a 
CA(SA) is shown in table 1.2: 
Table 1.2: CA(SA) qualification process 
Formal competency-based academic 
education 
Acquired through accredited academic 
education programmes delivered by 
universities (a three-year undergraduate 
degree followed by a one-year 
postgraduate programme known by SAICA 
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as the Certificate in the Theory of 
Accountancy (CTA)) 
A standard-setting examination (Part I) This ensures that all candidates have the 
requisite level of core technical 
competence before embarking on the 
professional education programme 
Formal competency-based professional 
education 
Acquired through accredited professional 
education programmes delivered by 
universities and other providers 
A professional examination (Part II) This assesses professional competence 
before entry to the profession 
Practical experience This is acquired through a training contract 
of at least three years with a registered 
training office 
Source: SAICA Competency Framework, 2009: 6. 
The academic education, professional education and practical experience are all there 
to provide students with the necessary competencies – a broad range of knowledge, 
skills and attributes. These competencies include: 
 pervasive qualities and skills and 
 specific competencies. 
The pervasive qualities and skills are fully integrated with the specific competencies and 
are often termed the “how” and “what” of a CA‟s work. The pervasive qualities and skills 
are the professional qualities and skills that all CAs are expected to bring to all tasks – 
the “how” of a CA‟s work – and are divided into the three broad categories shown in 
table 1.3: 
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Table 1.3: Pervasive qualities and skills 
Ethics and professionalism 
- Protects the public interest 
- Acts competently with honesty and 
integrity 
- Carries out work with a desire to 
exercise due care 
- Maintains objectivity and independence 
 
- Avoids conflict of interest 
- Protects the confidentiality of 
information 
- Maintains and enhances the 
profession‟s reputation 
- Adheres to the rules of professional 
conduct 
Personal attributes 
- Self-manages 
- Demonstrates leadership and initiative 
- Maintains and demonstrates 
competence 
- Strives to add value in an innovative 
manner 
- Manages change 
- Treats others in a professional manner 
- Understands the national and 
international environment 
- Is a life-long learner 
- Works effectively as a team member 
-    Manages time effectively 
Professional skills 
- Obtains information 
- Examines and interprets information 
and ideas critically 
- Solves problems and makes decisions 
 
- Communicates effectively and 
efficiently 
- Manages and supervises 
- Understands how IT impacts a CA‟s 
daily functions and routines 
Source: SAICA Competency Framework, 2009: 19, 22 & 25. 
The ethics and professionalism, personal attributes and professional skills that CAs are 
expected to develop are combined with the specific competencies – the “what” of a CA‟s 
work. They are grouped into six main sections as shown in figure 1.2: 
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Figure 1.2: Specific competencies  
 
Source: SAICA Competency Framework, 2009:18. 
1.3 THE DEPARTMENT 
1.3.1 Background to the Department 
The Department teaches the following four main subjects: accounting, financial 
management, auditing and taxation. A graduate will receive a BCom degree after three 
years (should all subjects be passed in the necessary time frame) and can then choose 
to obtain an honours degree. The Department offers the following two BCom degrees:  
BCom (Accounting) Chartered Accountancy Stream and BCom (Accounting) Stream for 
alternative fields of specialisation in accountancy. The first degree allows for admission 
to the CTA programme, which meets the requirements of becoming a Chartered 
Accountant affiliated with SAICA. The other degree allows admission to the BCom 
Strategy, risk 
managment and 
governance 
 
Competencies related to 
the development and 
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ability to make decisions
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and non-financial 
information 
Auditing and assurance 
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Financial management 
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Management decision 
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Taxation 
 
Competencies related to 
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of various entities 
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Honours (Accounting or Accounting with specialisation in Internal Auditing or 
specialisation in Taxation) programme. 
1.3.2 Drivers of change 
The Department was motivated to change its teaching and learning strategy for several 
reasons: 
 the University of Johannesburg (UJ) developed a new Teaching and Learning 
policy after it became a comprehensive university. This policy recognised 
teaching and learning as one of the strategic goals of UJ and saw that it should 
transform from mere knowledge transmission – learning about – to the practical 
application of knowledge – learning to be (UJ Teaching and Learning Strategy, 
2008); 
 SAICA introduced its new Competency Framework that required the Department 
to update its education and assessment strategies so that they would adhere to 
the SAICA requirements (SAICA Competency Framework, 2009); 
 feedback received from the profession, employers and the business world were 
that graduates of the Department are strong in technical knowledge, but lack the 
ability to apply that knowledge effectively; and 
 the lecturers in the Department were also able to identify that there were certain 
problems with the way in which teaching and learning takes place. Students were 
mostly passive participants and received good lectures, which meant that they 
did not have to go home and do any work. They were spoon-fed and the lecture 
provided everything necessary for them to pass the assessment. However, this 
did not assist them in taking responsibility for their own learning or in becoming 
life-long learners. 
1.4 BACKGROUND TO THE RESEARCH PROBLEM 
From the above sections it is evident that the landscape of accounting education has 
changed considerably both internationally and within the Department‟s environment. 
Even before the global financial crises and the move to a global set of accounting 
standards, accounting educators had been proposing alternative ways in which to 
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prepare students to become accounting professionals (Jermakowicz & Hayes: 
2011:400).  
Some of these alternatives can be summarised as follows: 
 teacher-centred approaches – a lecture is the main form of teaching and the 
lecturer the principle driver in the process. Students are mostly passive 
participants who will attend the lecture, listen and take notes (if any). This 
approach will normally be used where a significant number of rules have to be 
taught (Friedlan, 1995:48; Leveson, 2004:530; Visser, McChlery & Vreken, 
2006:103); 
 student-centred approaches – this approach encapsulates different strategies to 
induce student participation in the lecture and move away from the lecturer being 
the main driver in the learning process. This approach can take the form of group 
work, case studies and student presentations, among other things (Friedlan, 
1995:48; Hall, Ramsay, Raven, 2004:489; Visser, et al., 2006:103); 
 teaching with case studies or problem-based learning – an unstructured case or 
story is provided to the students and has to be solved with the knowledge that 
the students obtained through lectures, self-study, learning materials and group-
work (Hassal, et al., 1998; Boyce, et al., 2001; Adler, et al., 2004; Hassal & 
Milne, 2004; Weil, Oyelere & Rainsbury,  2004; Healy & McCutcheon, 2010);  
 collaborative learning – where a group of people work together to solve a 
problem or jointly construct knowledge (Zain, Subramaniam, Rashid & Ghani, 
2009; Stainbank, 2009; Stainbank, 2010:81); and 
 web-based collaborative learning – where technology such as the Internet is 
used to facilitate learning either between groups of students or between the 
lecturer and student (Cottrell & Robison, 2003:261; Smedley, 2005:80; Prinsloo & 
Van Rooyen, 2007:63). 
The intention with several of these educational approaches is to move into strategies 
that will facilitate deep learning (Ramsden, 1992; Hall, et al., 2004; Lucas &  
Mladenovic, 2004; Biggs & Tang, 2007). Deep learning is where students are able to 
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relate concepts to previous ones already learned and to recall what has been learned 
long after assessment has taken place. Traditional teaching methods tend to keep 
students on the surface and result in „last-minute cramming sessions‟, instead of 
developing a student with a strong technical background and the associated skills to 
become a professional. 
This was also one of the reasons why the Department changed its strategy of teaching. 
It was felt that learning was taking place in a teacher-centred environment where the 
main focus was on the lecture and how it was presented without any additional learning 
interventions. 
The end result for all teaching and learning efforts is to produce a student who has the 
necessary skills to survive and conquer the professional world. A teaching model or 
strategy should therefore always „begin with the end in mind‟ (Covey, 1989). It should 
progress from the transfer of mere technical knowledge to a place where necessary 
skills are ingrained and modelled.  
1.5 THE STATED RESEARCH PROBLEM 
With the movement to incorporate IFRS in the accounting curriculum, accounting 
educators have to revise their teaching strategies and approaches. They need to move 
away from teaching the rules to facilitating the understanding of principles, so that these 
can be applied to various scenarios once students are in the professional world. One of 
the main reasons for the change in the teaching and learning strategy in the Department 
was to facilitate the learning of principles and to focus on a student approach to 
learning.  
Thus the stated research problem is: An exploration of the perceptions of academic 
trainees on a new teaching and learning strategy in the Department of Accountancy at 
the University of Johannesburg. This is done through a review of pedagogical 
approaches and strategies as suggested in the literature and then by gaining insight 
from academic trainees of the detailed working of the new teaching and learning 
strategy and the impact that this new teaching and learning strategy had on their 
learning of IFRS. 
16 
 
The stated research problem is supported by the following quotations from the literature: 
“The most important aim of any course is to ensure high levels of student 
learning – learning for understanding, learning that endures long after the final 
exam is completed” (Cottrell & Robison, 2003:261). 
“There have been calls by practitioners and universities for changes in the 
learning approach from teacher-centeredness to student-centeredness” (Zain, et. 
al., 2009:93). 
“Major changes in the international and local environment have led to the 
realization that accounting education and educators are faced with a 
comprehensive and continuous rethink of their approach towards teaching and 
learning in order to remain relevant” (De Wet & Van Niekerk, 2001:93). 
“The rate of change in the business environment, particularly in the areas of 
regulation, technology and globalization, results in continuous alterations in the 
role and activities of professional accountants. To prepare students to become 
the professional accountants of the future who can survive and thrive in such a 
dynamic context, it is essential that accounting education develops appropriate 
competencies among today‟s students” (Byrne, Finlayson, Flood, Lyons & Willis, 
2010:369). 
“There has been increasing pressure within the accounting profession, 
throughout higher education and across the accounting education literature 
generally for educators to emphasize the development of generic skills which 
would prepare graduates to face the demands of accounting practice” (Healy & 
McCutcheon, 2010:555). 
1.6 RESEARCH OBJECTIVE 
The primary objective of this study is to add to the existing body of knowledge through 
obtaining a thorough understanding, from the existing literature and from the 
perceptions of the interviewees, to: 
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 explore and discuss the different pedagogical approaches to teaching; 
 describe the new teaching and learning strategy of the Department; 
 identify the skills needed by a student to adequately analyse and interpret IFRS 
and those required from a graduate to survive in the professional world; and 
 investigate alternative strategies to achieve high-level learning outcomes as 
needed to analyse and interpret IFRS and compare them to the new teaching 
and learning strategy of the Department. 
1.7 RESEARCH DESIGN AND METHOD 
The above objective will be achieved through a qualitative research design whereby 
literature is reviewed and interviews are held with academic trainees. The intention of 
this study is to understand the experiences of students (who were academic trainees in 
2011) in being part of the new teaching and learning strategy. In-depth interviews where 
therefore chosen as the method to understand their experiences and perceptions 
dealing with these new concepts. 
A detailed description of the research design and method will follow in chapter 2. 
1.8 CONCEPTUAL CLARIFICATION 
The concepts discussed in this section will describe the context in which the terms are 
used in this research: 
1.8.1 Education 
Education is the “act or process of imparting or acquiring general knowledge, 
developing the powers of reasoning and judgement and generally of preparing oneself 
or others intellectually for mature life”(http://dictionary.reference.com/browse/education). 
 In terms of the accounting professionals that we hope to develop, education is also the 
“acquiring of particular knowledge and skills, as for a profession” 
(http://dictionary.reference.com/browse/education).  
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1.8.2 Learning environment 
The learning environment refers to the institution at which students are studying towards 
a diploma or a degree, the atmosphere at that institution, the specific curriculum that is 
being studied, assessment methods used at the institution and the teaching methods 
used to convey the subject matter (Hall, et al., 2004:492). 
1.8.3 Edulink 
Edulink is the name of the interactive, online learning environment at UJ. Here students 
can find general administrative information on their courses, contact details of lecturers, 
course announcements and course-specific calendars. 
Edulink can further be used for online discussions between lecturers and students, 
submission of assignments, completion of self-assessment activities and the 
downloading of additional course material. 
1.8.4 Teaching 
Teaching is “an academic process by which students are motivated to learn in ways that 
make a sustained, substantial and positive influence on how they think, act and feel” 
(http://www.schreyerinstitute.psu.edu/Definition/). 
Teaching is therefore the process whereby learning is facilitated in a positive 
environment and through a keen knowledge of the subject matter. The purpose is to 
make possible a deep understanding of the subject area and to develop the skills 
necessary for the working world. 
1.8.5 Lecturer 
For the purposes of this study a lecturer is someone teaching at a college or university 
and will include a junior lecturer, senior lecturer and professor. It will also refer to a 
teacher at tertiary level. 
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1.8.6 Academic trainees 
Students who have completed their CTA will gain practical experience through a training 
contract with a registered training office. These training offices can be audit firms or 
other recognised institutions like banks. Top quality students can further their technical 
and professional skills for a year in the academic environment through SAICA‟s 
Academic Traineeship Programme (ATP). Prospective academic trainees are selected 
from the top CTA students and spend the first year of their training contract in the 
Department. 
The academic trainees gain many skills during this year and are exposed to lecturing, 
tutoring, preparation of course material, preparation of assessments, marking and 
research 
(https://www.saica.co.za/Training/AcademicTrainingProgramme/tabid/1124/language/en
-US/Default.aspx). 
1.8.7 Undergraduate 
This refers to a student studying for a bachelor‟s degree which typically takes three 
years to complete. For this study the bachelor‟s degree is a commercial degree with 
accounting as one of the main subjects. In the Department, the two degrees on offer are 
a Bachelors of Accounting and BCom (Accounting) for alternative fields of specialisation 
in accountancy. On successful completion of the Bachelors of Accounting a student 
may proceed to a postgraduate degree, a BCom (Accounting) with specialisation in 
Chartered Accountancy. 
1.8.8 Honours 
This refers to a student who completed a bachelor‟s degree and is now embarking on a 
postgraduate qualification. For this study there are once again two streams of honours 
degrees that are on offer in the Department. One is the Chartered Accountancy stream 
and is accredited by SAICA as the one-year postgraduate CTA. The other is a 
postgraduate degree in accounting (non-CA) or accounting with specialisation in 
Internal Auditing or Taxation. 
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1.9 STUDY LAYOUT 
The study will be divided into the following chapters: 
Chapter 1: Introduction and study layout 
The background to the study is discussed. The research problem and objectives of the 
study are also introduced.  
Chapter 2: Research methodology 
The choice of research design and methodology used is explained. The chapter further 
discusses the method of data collection and analysis and ends with the limitations of the 
study. 
Chapter 3: Accounting education and the different pedagogical approaches 
The different approaches that students use to learn and how teaching can be matched 
to the learning process are explored. The chapter then explores the different 
pedagogical approaches that have been implemented through the years in accounting 
education. 
Chapter 4: The teaching and learning strategy of the Department 
The teaching and learning strategy in the Department is described and explained 
through the perceptions of the 2011 academic trainees. 
Chapter 5: The skills needed by a graduate, and alternative strategies to achieve 
this 
The skills required by graduates are identified by the interviewees and the teaching and 
learning strategy is compared to other approaches identified in the literature. 
Chapter 6: Conclusion  
Conclusions are drawn from the literature review and interviews held. 
Recommendations for possible areas of further research are also made. 
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1.10 CONCLUSION 
Chapter 1 provided background information on accounting education in the Department, 
which is based on principle-based accounting standards. It then provided information on 
how the standard-setters developed these principle-based standards to fulfil the need 
for global accounting. It further highlighted the need for change necessary in accounting 
education to facilitate understanding and learning of concepts. Lastly, the research 
problem for this study was stated and the research objectives were explained. 
In the next chapter the research design and methodology used to reach the objectives 
of this study will be explained. 
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CHAPTER 2 
RESEARCH METHODOLOGY 
2.1 INTRODUCTION 
This chapter outlines the research design and methodology used in this study. It 
provides a rationale for the choice of research instrument and supplies details on how 
the study was conducted. It also indicates the method of data analysis and provides the 
ethical considerations for the study. 
2.2 CHOICE OF RESEARCH METHODOLOGY 
It is the researcher‟s opinion that the best choice of methodology to accomplish the 
purpose of this study is the qualitative research method. The qualitative research 
method provides a personal evaluation and insight into the teaching and learning 
strategy, as it is based on the experiences of academic trainees who formerly were 
students. Qualitative research is described as “intrigued with the complexity of social 
interactions as expressed in daily life and with the meanings the participants themselves 
attribute to these interactions” (Marshall & Rossman, 1999:2). 
The researcher considers this research study to fall within the qualitative paradigm for 
the following reasons: 
 this study will investigate the qualities of the phenomena rather than the 
quantities (Henning, Van Rensburg & Smit, 2004:3); 
 this study will aim for depth rather than “quantity of understanding” (Henning, et 
al., 2004:3); 
 this study will aim for subjective rather than objective knowledge (Marshall & 
Rossman, 1999:4); and 
 this study will focus on the “individual lived experience” of each participant 
(Marshall & Rossman, 1999:3). 
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2.3  RESEARCH DESIGN 
The purpose of this study is to explore the views of academic trainees of the new 
teaching and learning strategy of the Department. The objective of this study is 
achieved through: 
 a literature review that provides background to the different pedagogical 
approaches that can be used in accounting education; and 
 interviews held with academic trainees who are in a position to evaluate the new 
teaching and learning strategy of the Department effectively. 
2.3.1 Literature review 
The main focus of the literature review is on the literature in the field of accounting, but it 
also incorporates approaches used in other disciplines. The reason for this literature 
review is so that the current teaching and learning strategy in the Department can be 
better understood and evaluated. 
The literature is also reviewed to find any suggestions about how principle-based 
standards specifically should be addressed and taught by lecturers in accounting. 
The literature review‟s function is there to survey previous work in the field of this study 
and to provide a context into which this study will fit. It provides an ongoing dialogue 
between the experts in this field of accounting education. The limitation of a literature 
review is that it is impossible to read everything regarding accounting education, as 
there is wide range of literature on this subject. The focus of this study is to obtain the 
most recent literature on this subject, but not to disregard any suggestions, especially 
regarding approaches to learning, from the previous century. 
2.3.2 Interviews 
The objective of this study is also achieved through exploring the perceptions of the 
teaching and learning strategy of the Department by those who experienced it first-
hand. This data is obtained from academic trainees in the form of in-depth interviews. 
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This is done to gain an understanding of the trainees‟ perspectives on the new teaching 
and learning strategy of the Department and the impact it had on their learning of IFRS 
in particular. 
2.4  DATA COLLECTION PROCEDURES 
As mentioned above, in order to evaluate the effectiveness of the teaching and learning 
strategy of the Department, data was obtained from academic trainees who 
experienced the teaching and learning strategy of the Department in several different 
scenarios. They are therefore in a position to provide their perspective on this teaching 
and learning strategy so that it can be better understood and evaluated against the 
approaches mentioned in the literature. 
2.4.1 Research instrument used 
Interviews were conducted with the 2011 academic trainees. The interviews were one-
on-one and were conducted at UJ. The questions asked were semi-structured, mostly 
open-ended and an open interview approach was followed allowing the interviewee to 
lead the conversation and relate his/her experience. 
The interview process involved the following steps (the individual interviews were 
however not limited to these steps): 
 introductory and personal questions were asked, such as where they will be 
finishing the rest of their trainee programme and whether they enjoyed being an 
academic trainee. This was done to set the tone of the interview and to relax the 
interviewee; 
 some structured questions were asked regarding the overall teaching and 
learning strategy, principle-based standards and the skills that they think are 
needed by graduates to survive the professional world; 
 the researcher then asked questions relevant to each interviewee to gain further 
understanding of and deeper insight into the interviewee‟s experience of the new 
teaching and learning strategy of the Department. These questions were 
unstructured and open-ended. 
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Interviews were chosen as the research instrument as it is the researcher‟s opinion that 
they would provide a richer and deeper understanding of the significance of the 
teaching approach. The data collected is therefore qualitative, and was interpreted and 
analysed for deeper understanding and meaning.  
2.4.2 Interview design and testing 
The questions used in the interviews were based on the information obtained from an 
initial literature study as well as discussions held with academics. The questions were 
designed to elicit as much information from the interviewees as possible without being 
too long and unclear. Each individual interview was kept short (± 20 minutes) and 
focused so that quality information could be extracted without it becoming a boring 
affair. 
The questions for the interviews were tested by other academics in the field of 
accounting. Through testing it was ensured that the interview questions were mainly 
open-ended, and the structure was logical and would result in open interviews where 
the interviewee would be doing most of the talking. 
2.4.3 Choice of subjects 
The 2011 academic trainees were chosen for these interviews for several reasons: 
 firstly, they were taught according to the „old‟ teaching and learning strategy in 
their first, second and third years of study. They would therefore be able to recall 
how they were taught before the change to the new teaching and learning 
strategy. They would also be in a position to comment on the old and new way of 
teaching and whether they experienced differences or not; 
 secondly, they were exposed to the new teaching and learning strategy in their 
fourth year (or Honours) and would be able to comment on the transition; 
 thirdly, as they were academic trainees responsible (together with the lecturers) 
for implementing the new teaching and learning strategy, they would be able to 
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comment on the strengths and weaknesses of the strategy from a learner and 
teacher perspective.  
 
There were 15 academic trainees in 2011 and the interviews were held with each one of 
them. The academic trainees were spread across the four main subjects of the 
Department. The demographics of the clerks were as follows: 
 10 female clerks and 5 male clerks; 
 11 White clerks, 3 Black clerks and 1 Indian clerk. 
2.5 DATA ANALYSIS PROCEDURES 
The interviews were recorded and notes were taken by the researcher during the 
interviews. After the interviews, the recordings were transcribed. 
The process of content analysis (Henning, et al., 2004:101-109) was used to analyse 
the data from the interviews into main themes from which interpretation and meaning 
could be derived. The following steps were followed: 
 identify the main themes – this was done by reading carefully through the 
transcribed interviews along with the comments of the researcher made during the 
interviews. Themes were developed from the meaning communicated by each 
respondent; 
 assign codes to the main themes – the number of times these themes are identified 
were counted. A code (using numbers) was assigned to each of them; 
 categorise related codes – from the main themes, categories were identified. The 
relationship (if any) between these categories was analysed; 
 determine whether these themes answer the original research question and whether 
any further data gathering or analysis is necessary; and 
 each theme will then be used as the basis for an argument in the text of the research 
and will be further discussed with the knowledge gained throughout the process.   
 
The intention with the data analysis was not to produce quantitative data, but 
information that would be incorporated into the knowledge from the existing literature. 
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2.6  ETHICAL CONSIDERATIONS 
The academic trainees were contacted initially to inform them of the study and to obtain 
their permission for the interviews. The permission obtained was in the form of a written 
consent letter that included consent to record the interviews. 
The purpose of this study was to gain an understanding of educational approaches and 
was not intended to solicit sensitive or confidential information that would invade the 
privacy of the interviewees. The anonymity of the interviewees was thus maintained at 
all times. 
2.7 LIMITATIONS OF THE STUDY 
Data for this study could be collected in several different ways. Questionnaires could 
have been issued to a larger group of students to gain their perspective of the new 
strategy. These questionnaires could then have been analysed to produce quantitative 
data. In this study the choice was made not to engage in statistical analysis, but to gain 
understanding through the perspectives of the trainees and to produce qualitative data 
that would be incorporated into the existing literature. 
Another limitation was the role of the researcher in the study. The researcher was a 
lecturer in the Department during the change-over from the teacher-centred classroom 
approach to the new teaching and learning strategy. The researcher witnessed the 
initial reluctance of students to move across to a different way of learning, but 
endeavoured to remain objective during the research process. However, biases that 
form the researcher‟s views and perceptions do exist. Henning, et al. (2004: 22) 
mention that “the notion of the researcher being separate from the subject of the 
research is not compatible with interpretive philosophy.” 
2.8 RELIABILITY AND VALIDITY OF THE STUDY 
The reliability and validity of a qualitative study is often questioned and the latter is 
regarded as not being as rigorous as a quantitative study. This criticism can however be 
mitigated through the application of several strategies to enhance the credibility of the 
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study (Krefting: 1991). In this study the following techniques were followed to enhance 
the credibility of the research: 
 prolonged engagement in the field – the interviews were conducted over several 
days and were then analysed. Where key aspects were not clearly 
communicated, the researcher clarified this with the interviewees; 
 triangulation – in this study data was collected through in depth interviews and 
then substantiated by findings from the review of the literature on the topic; 
 structural coherence – the focus of the study was to evaluate the teaching and 
learning strategy against lived experiences and other approaches. This objective 
was focused on during the literature review and when the interviews were 
conducted; 
 generalisability – another criticism of qualitative research is that the findings 
cannot be applied to other situations. The researcher is of the opinion that the 
findings of the present study can be applied to other educational settings, 
especially where concepts and principles are taught; and 
 neutrality – in a qualitative research where the researcher is the main research 
instrument, neutrality is not as assured as in a quantitative setting. In this study 
the acknowledgement of the possible biases that do exist because of the 
perceptions of the researcher will grant the study neutrality. 
2.9 CONCLUSION 
In this chapter the research methodology, design and research instrument was defined 
and explained as it pertains to the study and the achievement of the objective. The 
chapter also explained how the data was analysed so that it could be incorporated into 
findings from the existing literature.  
The next chapter will explore the different pedagogical approaches that have been 
implemented through the years in accounting education. 
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CHAPTER 3 
ACCOUNTING EDUCATION AND THE DIFFERENT PEDAGOGICAL 
APPROACHES 
3.1 INTRODUCTION 
Pedagogy is defined as the study of teaching methods and the activities of educating or 
instructing (http://www.thefreedictionary.com/pedagogy). A pedagogical approach is 
consequently the selection of a specific teaching method that encompasses activities 
undertaken to educate. In this chapter the different approaches that students use to 
learn for understanding as well as the different approaches that lecturers employ to 
facilitate understanding are explored. The chapter also identifies obstacles to achieving 
learning at the highest level. This chapter is supported by the following quotations from 
the literature: 
 “In the accounting literature, the Approaches to Learning paradigm argues that to 
 improve the quality of learning systematically it is necessary to first understand 
 the process of student learning” (Booth, et al., 1999:278). 
 “Educators need to adopt approaches to teaching and assessment that enable 
 students with different learning styles to learn effectively” (Visser, et al., 2006:98). 
3.2 THINKING ABOUT TEACHING 
Every lecturer has a philosophy or theory on what teaching means to them, whether 
they have clearly defined it or only thought about it in passing. According to Biggs and 
Tang (2007:15-20) there are three theories or levels that lecturers will move through in 
their teaching career as demonstrated in the figure below: 
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Figure 3.1: Three levels of thinking about teaching 
 
Source: Biggs & Tang (2007:15) 
3.2.1 Level 1: What the student is 
At level 1 the focus is whether you have a good or poor student to teach. The 
effectiveness of a programme is evaluated by focusing on whether the student is 
actively engaging in his/her responsibilities to attend lectures, take notes, study the 
required material and ask the right questions. Teaching on this level is merely seen as 
the transferring of information and lecturers appear to be effective when they know the 
content of their subject well and can convey it clearly.    
3.2.2 Level 2: What the lecturer does 
The focus of the responsibility at level 2 rests with the lecturer. The lecturer explores 
different methods of teaching to find the best way in which concepts and understanding 
What the  
student does 
What the  
lecturer does 
What the 
student is 
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is communicated. The lecturer is continuously looking for ways to better communicate, 
with different teaching styles and methods being explored. The focus is on the skills of 
the lecturer and not on how and why students do or do not understand material.  
3.2.3 Level 3: What the student does 
At level 3, who the student is and what the lecturer does is combined to focus on what 
the student does when information is communicated. It is a “student-centred model of 
teaching, with teaching supporting learning” (Biggs & Tang, 2007:19). A good lecturer is 
not just someone with the ability to impart knowledge effectively, with the use of several 
teaching skills, but someone who endeavours to grasp why the student sometimes 
understands but other times does not. 
When lecturers start to think about teaching it will invariably bring them to the point 
where they begin to question how students learn, and what approaches students use to 
understand the transferred knowledge. The literature on this topic is extensive but can 
be summarised by two significant approaches that were originally researched in 
Sweden by Marton and Saljo (1976), namely, the surface approach and the deep 
approach to learning. 
3.3 HOW STUDENTS LEARN 
Two main approaches or theories on learning have developed over the years, namely, a 
deep and a surface approach to learning (Ramsden, 1992; Lucas, 1996; Booth, et al., 
1999; Hall, et al., 2004; Elias, 2005; Biggs & Tang, 2007; Fry, Ketteridge & Marshall, 
2009; Byrne, et al., 2010). These approaches are concerned with how learning takes 
place and how learning responsibilities are carried out (Biggs & Tang, 2007:22). 
Another approach was also identified in recent literature, the strategic approach, where 
students use the deep and the surface approach interchangeably as needed for their 
assessment tasks. 
3.3.1 Surface approach to learning 
With the surface approach learning takes place on a high or surface level with little or no 
understanding of the subject matter. A student will, for instance, memorise facts the 
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night before an exam. The student will sometimes only be motivated to pass a test or 
exam and will do the basics to achieve this. The exam may be passed, but everything 
will be forgotten the next day. Ramsden (1992:45) mentions that “surface approaches 
are uniformly disastrous for learning; yet they may permit students to imitate authentic 
learning and to bamboozle their teachers into thinking that they have learned”.  
Biggs and Tang (2007:22) mention that memorisation is not always an improper or 
inferior approach and is not in itself an indication of following a surface approach.. When 
a subject requires a preliminary stage of rote learning, such as the learning of formulae 
in accounting and science or the memorising of lines, then an approach similar to a 
surface approach may be followed (Lucas, 2001:163). It becomes a surface approach 
when the subject matter requires understanding and the solving of complex problems 
and not merely rote learning.  
3.3.2 Deep approach to learning 
A deep approach to learning is characterised by a thorough understanding of the 
subject matter. The material is understood, linked to previous knowledge and 
internalised so that it is accessible to the student long after the assessment task. The 
focus of learning is not just merely on the next assessment, but on the pleasure of 
learning (Lucas, 2001:162). The learning tasks will be a positive experience for the 
student who will engage with them properly. 
When lecturers reflect on teaching and learning, there will, no doubt, be a general 
consensus to facilitate learning at the deeper level (Ramsden, 1992:61). However, 
students strategically choose between the surface and the deep approach to assist 
them in passing an assessment and thus a third approach is mentioned in the literature.  
3.3.3 Strategic approach 
An additional approach was identified in the literature – the strategic approach (Lucas, 
1996:88; Fry, et al., 2009:11; Byrne, et al., 2010). According to this approach students 
are driven by the assessment process and they will adopt any strategy to boost their 
marks. If a specific assessment asks for a surface approach, a student with a tendency 
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to use a deep approach will employ a surface approach in order to achieve a high 
assessment mark. The approach used by a student is therefore not fixed or static, but 
adjusts to the task or assessment at hand. In their study, Byrne, et al. (2010) compared 
the learning approach of science students and accounting students at an Irish 
university. They found that the accounting students favoured a strategic approach and 
that they adopted their learning strategies to achieve the best marks. They remarked 
that “if these students are to be encouraged to adopt deep approaches to learning, the 
assessment techniques employed must be designed to reward such approaches” 
(Byrne, et. al., 2010:379). 
The strategic approach is not a different approach from the surface and the deep 
approach but rather a strategy employed by students using the surface and the deep 
approach interchangeably to achieve the highest possible marks. It is important to 
understand the factors that may encourage students to adopt a certain learning 
approach. 
3.3.4 Factors that encourage the adoption of a certain learning approach 
The literature has shown that there are many reasons why a student will adopt a certain 
learning approach in favour of another approach. The gender, culture and previous 
academic achievement of students have been researched to grasp why students will 
choose a certain learning approach over another (Ramsden, 1992; Lucas, 1996; 
Davidson, 2002; Lucas & Mladenovic, 2004; Elias, 2005; Biggs & Tang, 2007). No 
definitive conclusions have been reached as “learning approaches are not intrinsic 
characteristics of students but rather reflect students‟ responses to a wide range of 
personal and learning environment variables” (Byrne, et al., 2010:371). Some students 
may have a preference for a certain approach but will change that approach to any 
changes in the learning context (Lucas, 2001:162). Ramsden (1992:49) is clear when 
he states that “one cannot be a deep or surface learner; one can only learn the content 
in a deep or surface way”. 
Students will vary their choice of approach based on what they perceive is expected of 
them (Ramsden, 1992:63). Students will, for this reason, adopt the approach that they 
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perceive to be the best in the situation that educationalists have created for them, 
irrespective of any interventions that educationalists might employ (Lucas & Mladenovic, 
2004). Factors that encourage students to adopt a learning approach are summarised in 
the following table: 
Table 3.1: Factors that encourage the adoption of a specific learning approach 
Surface approach Deep approach 
Student factors 
An intention to only achieve a minimal 
pass. 
An intention to engage in learning tasks 
meaningfully and with determination. 
Insufficient time to study or too high a 
workload. 
Having appropriate background knowledge 
and the ability to build on that knowledge. 
Misunderstanding the requirements, such 
as thinking that factual recollection is 
adequate. 
The ability to understand principles and 
concepts at a high level. 
A cynical view of education. A positive view of education. 
An inability to understand particular 
content at a deep level. 
A genuine preference and ability to work 
conceptually rather than with unrelated 
detail. 
Teaching factors 
Emphasising coverage at the expense of 
depth. 
Emphasising depth of learning rather than 
breadth of coverage. 
Teaching and assessing for short answer 
facts. 
Teaching and assessing that supports the 
aims and intended outcomes. 
Creating undue anxiety or low 
expectation of success. 
Teaching and assessing within a positive 
working atmosphere. 
Source:  Biggs & Tang, 2007:23-25 
A surface or deep approach can be fostered by the student and influenced by the 
lecturers. Boyce, et al. (2001:43) argue that “a deep approach to learning should target 
not the student (at least, not directly) but the system of teaching and assessment”. 
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Accounting educators should keep these factors in mind when they consider the 
approach that accounting students will adopt in their studies. 
3.3.5 Approach adopted by accounting students 
Research particular to accounting students pointed out firstly that accounting students 
apply the surface approach more regularly in their studies than students from other 
disciplines (Booth, et al., 1999:295; Hall, et al., 2004:490) Furthermore, accounting 
students actually increased their use of the surface approach as they advanced to their 
second year of undergraduate studies, but then increased their deep strategies in 
subsequent years (Lucas, 1996:94; Elias, 2005:195). According to the study done by 
Elias (2005:198), which administered surveys to introductory accounting students in the 
last week of their semester, accounting students can use a mixture of the deep and the 
surface approach. It can therefore be concluded that the discipline does not necessarily 
determine the choice of approach. The study also noted that female accounting 
students used more deep approaches than their male counterparts and students who 
studied accounting in the past used more surface approaches than those who were 
first-time accounting learners. 
In their study, Hall, et al. (2004) conducted a longitudinal study to examine whether the 
introduction of group-based problem-solving activities in a second semester, first-year 
introductory financial accounting course affected changes in the learning approach of 
their students. They concluded as follows: 
 the learning approaches adopted by students can change over time; 
 an intervention by lecturers in the learning environment such as the introduction 
of group-based activities increased the students‟ use of deep strategies, although 
it did not drastically lessen their use of surface strategies; and 
 in accounting it is necessary for students sometimes to use the surface approach 
for the learning of formulas, ratios, basic concepts and methods. 
For accounting students in South Africa, the strategic approach is worth highlighting as 
possibly been  driven by the focus on external examinations set by professional bodies 
such as SAICA. Accounting students wanting to become CAs will direct their attention to 
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reaching the competencies expected from them in these examinations and will foster 
the approach that they deem necessary to accomplish that – thus utilising the strategic 
approach. 
These competencies, however, also highlight high-quality learning outcomes such as 
technical, leadership, business and entrepreneurial skills which might not be achieved if 
students do not choose a deep approach to learning (SAICA Competency Framework, 
2009). The approach chosen by an accounting student might be a key factor influencing 
the quality of these learning outcomes (Hall, et al., 2004:490). As Davidson (2002:38) 
mentions in his study, “a deep approach is necessary for the achievement of a more 
conceptual form of learning and the subsequent development of higher-order cognitive 
skills”. 
3.3.6 Summative comment 
From the above it can be concluded that a deep approach to learning is desirable in 
higher education as this will mean that students are intrinsically motivated and foster a 
deep understanding of the subject matter with clear links between concepts. A deep 
approach to learning is also associated with higher academic performance (Booth, et. 
al., 1999). There are several factors that influence the choice of approach by a student 
– some can be controlled by the lecturer (learning environment, assessment 
procedures) and others cannot (gender, culture, inherent motivation). Accounting 
lecturers must reflect regularly on the learning environment and assessment process, 
as it appears to be a driving force in the approach taken by students: “It appears much 
easier to induce a surface approach, particularly through inappropriate assessment, 
than it is to induce a deep approach” (Lucas, 1996:90). 
3.4 MATCHING TEACHING WITH LEARNING 
As can be seen from the previous section, it is considered necessary that students use 
a deep approach to learning whereby they understand the concepts, link it to previous 
knowledge and use that knowledge to solve complex problems (Davidson, 2002). 
Lecturers are therefore in a position to influence student learning so that the deep 
approach is utilised more and more. This can be achieved through teaching styles and 
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approaches to ensure that “the largest possible number of students can learn 
effectively” (Visser, et al., 2006:98). 
There are two broad orientations towards teaching – a teacher-centred approach and a 
student-centred approach. With a teacher-centred approach, the lecturer is the main 
driver of teaching and learning through a lecture where students are passive 
participants. A student-centred approach moves the students into the driver seat, where 
they are active participants in the teaching and learning through group activities, 
presentations and other active exercises. Leveson (2004:533) describes it as “an 
intention to transfer information using teacher-centred strategies and an intention to 
encourage students to engage in meaningful learning by employing student-centred 
strategies”. 
The findings of a study by Visser, et al. (2006) that compared learning and teaching 
styles between two universities in two different countries, found that students prefer 
lecturers who mixed up their teaching approaches and thereby kept it interesting. In that 
way more students will be stimulated irrespective of their preferred learning style. In 
certain circumstances, especially in the early stages of learning a concept, using a more 
teacher-centred approach will be required. In this early stage the learning skills of the 
learners are limited and the lecturer will be in the position to direct learning appropriately 
(Boyce, et al., 2001:48). 
The results from a study by Friedlan (1995) also concluded that there is a “need for 
experimentation with different teaching approaches and course designs”. The teacher 
centred or traditional approach can actually discourage students from accounting, 
although the non-traditional approach is not so easy to accomplish and requires more 
effort on the part of the lecturer. The traditional or conventional method of accounting 
education may sometimes also promote the use of surface approaches that will not 
result in the development of the necessary skills needed by an accounting graduate 
(Boyce, et al., 2001:43). 
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3.5 TEACHING APPROACHES 
Lecturers can employ different interventions to move from a traditional or teacher-
centred approach to one where the student is the focus. With a teacher-centred 
approach dependent learners are developed who do not have the ability to learn 
autonomously even after their qualification has been handed to them. As mentioned 
before, accounting changes constantly and educators need to develop learners that are 
able to learn for themselves so that they can continue learning long after they have 
moved on from university. Teacher-centred methods create dependent learners (Visser, 
et al., 2006:103) while educators can take several measures to encourage self-directed 
learning (Adler, Milne & Stringer, 2000:114). 
In this next section some of the interventions that are proposed in the literature for 
lecturers to use are explored. These interventions include case study methods, use of 
team work, technology-assisted learning and open-book assessments. Each 
intervention will be examined as to what it is, how it has been applied by others and 
whether it will or will not achieve the objective of independent and active learners. 
3.5.1 Case study methods 
A case study method is a teaching approach whereby students are provided with a case 
or disorganised story and out of that case have to answer specific questions (Healy & 
McCutcheon, 2010:556). A case study requires students to research material and link 
technical knowledge from different subject areas (such as accounting and tax or 
accounting and auditing). The story will often be set within a simulation of an actual or 
authentic business context (Weil, et al., 2004:141). 
There are several definitions of case studies or the case study method. This study 
concurs with Hassal and Milne (2004:135), who state that what a case study is, is not as 
important as “what it does, and who does the doing”. The case study method and 
problem-based learning are sometimes referred to interchangeably and at other times 
as two distinct teaching methods. From the literature there are some differences in the 
two approaches, but the similarities are multiple (Milne & McConnell, 2001). 
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The most significant difference between the case study method and problem-based 
learning has to do with the timing of the problem in the learning process. Some have the 
view that with the case study method, the knowledge to answer the question is acquired 
first (usually through a lecture) and then the case is given with questions to be 
answered. In problem-based learning, the problem is encountered earlier in the learning 
process so that students will have to obtain the knowledge (from lecture notes, 
textbooks, other research) before they can answer the problems set forth in the case. 
For the purpose of this study the case study method and problem-based learning will be 
viewed as the same approach. 
As can be seen from the literature, teaching with case studies has become more 
present in accounting education (Hassal, et al., 1998; Boyce, et al., 2001; Adler, et al., 
2004; Hassal & Milne, 2004; Weil, et al., 2004; Healy & McCutcheon, 2010). It is used 
with particular success in management education, whereas problem-based learning is 
used extensively in medical education (Milne & McConnell, 2001:63; Weil, et al., 
2004:141). It is also increasingly used in the assessments of the accounting 
professional bodies (Hassal, et al., 1998:S37). 
Using case studies, however, does not mean that we are necessarily achieving the 
levels of learning that we require from our students (Adler, et al., 2004:216). Healy and 
McCutcheon (2010:557) point out that it is possible to use cases in a traditional lecturer-
centred environment and that very little will be achieved “if a lecturer dominates the 
case discussion, presents a single „correct‟ solution and prescribes the approach to be 
taken by the students”. 
The use of case studies should then be evaluated to ensure that students undertake 
learning effectively. The Kolb Learning Cycle, as shown in figure 3.2, describes a 
continuous model of learning that is required to assess whether learning is successful: 
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Figure 3.2: The Kolb Learning Cycle 
 
Source: Fry, et al., 2009:15. 
 “First, learners are involved fully and freely in new experiences (CE). Second, 
 they must make/have the time and space to be able to reflect on their experience 
 from different perspectives (RO). Third, learners must be able to form, re-form 
 and process their ideas, take ownership of them and integrate their new ideas 
 and understanding into sound logical theories (AC). This moves towards the 
 fourth point (AE), using the enhanced understanding to make decisions and 
 problem-solve, and test implications and usage in new situations” (Fry, et al., 
 2009:16). 
Case studies adequately move through the four stages or required learning – they 
provide a new experience or new knowledge that is tested. They also give students time 
to reflect on that knowledge before they can answer the questions satisfactorily and 
then conceptualise this new knowledge before they can then actively experiment with 
the possible answers. 
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The perceived benefits of using case studies are numerous: 
 at an entry level, case studies can be used to emphasise knowledge gained in 
lectures and through learning material with the use of highly-structured scenarios 
that have well-defined questions and the goal of reaching specific learning 
outcomes (Healy & McCutcheon, 2010:562); 
  at a higher level, case studies have the aim of applying knowledge to solve 
problems and the integration of knowledge between subject areas, thereby 
moving “beyond compartmentalising knowledge and skills” (Healy & 
McCutcheon, 2010:562). From a prospective employer perspective case studies 
can effectively be used to turn technical excellence into value for clients (Olivier, 
2012:66). Students, in a study, perceived the highest benefit of case studies to 
be that they gave them the ability to evaluate situations from more than one 
perspective (Weil, et al., 2004:156); 
 case studies will ensure active involvement of students in the learning process. 
They will not just be passive listeners, but take an active role in thinking and 
learning (Milne & McConnell, 2001:68; Hassal & Milne, 2004:135; Beard & 
Wilson, 2005:7). This active role will ensure that they encounter strategies to 
make them life-long learners – a requirement in the ever-changing accounting 
environment (Milne & McConnell, 2001:62; Adler, et al., 2004:213; Weil, et al., 
2004:143); 
 a range of skills are required from accountants to exist in the business world. 
These include thinking skills, presentation skills, interaction with others, and 
problem-solving abilities, to name just a few. Case studies can assist with the 
development of these skills when cases are well thought through and have 
specific learning outcomes attached to them (Boyce, et al., 2001; Cullen, et al., 
2004:259; Weil, et al., 2004; Stainbank, 2010:82); 
 case studies encourage a deeper and more thoughtful approach to learning, as 
they incorporate a range of teaching and assessment strategies. They require 
both students and lecturers to adopt balanced and varied approaches in their 
learning and teaching (Boyce, et al., 2001:46; Adler, et al., 2004:215);  
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 the use of real-world scenarios in case studies provides students with a 
connection to the business world, which will enhance their interest in the subject, 
provide an aspect of reality that is often absent and make them aware of the 
uncertainties and difficulties of decision making in the real world (Boyce, et al., 
2001:44; Stainbank, 2010:94). 
Although there are many perceived benefits of case studies as listed above, there are 
also certain challenges when adopting case studies in the teaching of accounting. One 
of the biggest challenges is that of the mind-set of both students and lecturers. Some 
students still prefer a traditional teaching approach, where they sit passively and have 
limited responsibility (Cullen, et al., 2004:260). Depending on the type of case study 
used, students might be required to request information from different role-players, work 
together in groups or provide presentations on their cases (Boyce, et al., 2001:50). 
Their involvement in the process will determine the learning that will take place (Adler, 
et al., 2004). Lecturers have to give up control of their lecture rooms and assume a 
more facilitating role. It may even require the lecturer to assume many roles within one 
lecture – “planner, host, moderator, devil‟s advocate, fellow-student and judge” (Boyce, 
et al., 2001:48). 
It is arguable whether case studies can be used effectively at all levels of undergraduate 
and postgraduate studies. Milne and McConnell (2001:75) suggest that accounting 
educators should use the case study or problem-based learning approach with their 
third-year undergraduates first, until they (educators) have gained enough experience to 
use the process on younger students. Students in their first few years of studying are 
mainly still in the information-gathering phase, and will find it hard to apply that 
knowledge to the type of real-world scenarios that make up an effective case study 
(Boyce, et al., 2001:43).The case study should be integral to the learning context and 
outcomes, and fitted to the needs of the audience being targeted. Undergraduate 
students might be more comfortable with case studies that have plenty of data and are 
explicitly focused on achieving a specific outcome, for instance a Harvard-style case 
that is very structured and fixed on one discipline. More mature students will be able to 
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engage with case studies that are complex and present intricate and unclear problems 
that simulate reality more clearly (Cullen, et al., 2004:254). 
3.5.2. Team work 
The ability to work in teams and interact with others is another important skill that an 
entrant into the business world should display (Boyce, et al., 2001:37; Cullen, et al., 
2004:259; Hall, et al., 2004:489; Hartley, 2005:60; Stainbank, 2009:70; Bui & Porter, 
2010:34). It is therefore necessary for accounting educators to include team work into 
their course curriculum (Hassal, et al., 1998:S39). There are several different ways in 
which this can be achieved as can be seen from table 3.2:  
Table 3.2: Examples of working with student groups 
Type Description 
Brainstorm session Generation of ideas from the group to foster lateral 
thinking; there is no criticism of ideas until they are 
logged. 
Buzz group Two or three people are asked to discuss an issue for a 
few minutes; comments are usually then shared with a 
larger group. 
Free discussion Topic and direction come from the group, the tutors or 
lecturer. 
Peer tutoring Students learn from one another and teach one 
another. 
Problem-based tutorial group Involves small groups using problem-based learning. 
Self-help group Run by and for students. The tutor may be a resource. 
Snowballing Pairs become small groups and then become larger 
groups. 
Tutorial A meeting with a very small group, often based on 
feedback from an essay or assignment. 
Source: Fry, et al., 2009:79 
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An approach that can be taken to achieve group work in students is to use cooperative 
learning or collaborative learning. With this approach students once again become 
active participants in the learning process instead of passive listeners (Visser, et al., 
2006:103; Zain, et al., 2009:93; De Villiers, 2010:14).  
Cooperative learning is where students work together in groups to make the most of 
their objectives and learning abilities (Lancaster & Strand, 2001:555). It is more than 
just sitting together, sharing material, or sitting back while one student does all the work. 
With cooperative learning a student is responsible not only for his own learning, but also 
for the learning of all the group members, where relationships are developed with 
mutual purposes in mind (Stainbank, 2009:70). 
Several studies have been conducted to assess the success of the use of cooperative 
learning on students‟ performance (Stainbank, 2009; Zain, et al., 2009; Stainbank, 
2010:81). The studies noted that with a cooperative learning approach students are 
more motivated to succeed, as they are not going about it alone; they are active 
learners, and this causes them to use deeper approaches in their learning. Students 
tend to favour a cooperative learning approach and become more positive towards the 
subject. The studies, however, failed to conclude explicitly whether using this approach 
significantly increases student performance above the use of more conventional 
teaching methods. 
The key finding from the study by Zain, et al. (2009:99) was that learning cooperatively 
can be an effective tool to assist students in closing the gap between being a student 
and becoming a professional. They learn some essential skills when using this 
approach, such as pro-active participation, communication, and social skills, which will 
assist with working in teams in the workplace. 
Student groups can also be used in conjunction with other teaching approaches such as 
giving case studies to a group, or by using problem-based learning approaches. It must 
be stressed that student groups do not happen by chance – a lot of planning must go 
into them by the lecturer to ensure that they fit into the learning outcomes of the course 
and clearly meet the objectives it was set out to reach (Fry, et al., 2009:74). Internal and 
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external factors can influence the performance of teams and when educators 
incorporate these factors in their planning, it could increase student performance. 
Factors internal to the team are team management skills and interpersonal skills and 
are one of the reasons why a team experience might be perceived as positive or 
negative. External factors to the team are instruction clarity and interim feedback and 
are controllable by the educator (Stainbank, 2009). 
In a study by Booth and Winzar (1993) the personality types of accounting majors in 
three Australian universities were profiled using the Meyers-Briggs Type Indicator 
(MBTI). They found the „ISTJ‟ type (Introverted-Sensing-Thinking-Judging) most 
common in the accounting students whom they surveyed. This type of student will 
prefer reading as a way of learning, will prefer not to discuss matters in groups and will 
prefer to work alone rather than in groups. It will require concerted effort by accounting 
educators to move, slowly and with care, students into becoming more comfortable with 
group work and discussions, as their natural tendency might be quite the opposite. 
3.5.3 Technologically assisted learning 
In the fast-paced world of technological changes, it makes sense for lectures to use the 
technology that is available to them (Adler, et al., 2000:114). E-learning or blended 
learning has become a way in which teaching and learning can effectively and efficiently 
be improved. Blended learning is where some face-to-face lectures are substituted for 
virtual ones by using the internet, intranet or CD-Rom (Cottrell & Robison, 2003:261; 
Smedley, 2005:80; Prinsloo & Van Rooyen, 2007:63). Teaching situations in which e-
learning activities can be used successfully, according to Fry, et al. (2009:89-90), are: 
 where there is time pressure and students need to come to a lecture with 
sufficient background knowledge – the lecturers can record themselves and the 
podcasts can be loaded onto the university-enabled software; 
 students take incomplete notes and rely on PowerPoint handouts – the lecturer 
can stop distributing the slides and instead ask students to make notes and post 
these on the virtual learning environment (VLE). Other students can comment on 
inaccuracies; and 
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 lectures become impractical with student numbers of over 300 – the lecturer can 
use a tablet PC, a microphone and some screen recording software to pre-
record the lecture. This is posted online where students can view it. In a VLE the 
lecturer will be able to determine who has viewed the lecture. 
The benefits of using blended learning are that teaching ineffectiveness (where 
lecturers have to repeat topics) can largely be eliminated to save precious time. 
Students can also learn in their own time and at their own speed – they will be able to 
skip parts of the instruction that they are comfortable with and move on to more 
complex matters (Cottrell & Robison, 2003). Students learn better when they are 
exposed to a variety of different learning strategies “where assumptions are challenged 
and knowledge is reframed” (Smedley, 2005:80). 
The challenge with a blended learning approach is the institutional ability to 
accommodate online learning. Technical resources are required to facilitate this type of 
learning and computer labs must be expanded to provide students with the necessary 
access (Hesketh, 2011:25). Prinsloo and Van Rooyen (2007:52) mention that this 
approach is pointless if students are unable to access the necessary technologies.  
Many students will not appreciate the move away from face-to-face lectures and will still 
require their main form of teaching to come from contact with the lecturer. They will not 
support models that advocate “50 percent virtual instruction and 50 percent in-class 
instruction”, as they still believe that a traditional lecture is where most of the learning 
takes place (Cottrell & Robison, 2003:269).  
Students will also need new skills to be able to learn online, such as searching and 
selecting appropriate online resources, avoiding plagiarism, taking online tests and 
interacting with tools online (Hughes, 2005:69). 
3.5.4 Open-book assessments 
It was mentioned earlier that students may change their learning to fit the assessments 
that they have to qualify for. Due to this fact it is worthwhile observing the changes that 
some of the professional accounting bodies have made in their assessment procedures. 
In 2003 SAICA introduced an open-book assessment policy for their Part 1 of the 
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Qualifying Examination (QE 1). This is in line with other professional accounting bodies 
from England, Wales, USA, Australia, New Zealand, Ireland and Scotland (Kruger, 
2011:36). Open-book assessments are also used in several other disciplines such as in 
medicine and law where there is also a large volume of information and knowledge that 
students must gather. It must be noted here that open-book assessments are not a new 
concept and can be found in the literature as far back as 1935 (Eilertsen & Valdermo, 
2000:92). 
An open-book assessment is where students are allowed to use textbooks, notes, and 
other reference material while taking a test (Eilertsen & Valdermo, 2000:91; 
Theophilides & Koutselini, 2000:379). There are different types of open-book 
assessments: students are allowed only certain text with limited handwritten comments 
and notes; are allowed only certain text with unlimited comments and notes and 
assessments; or are allowed any text and/or notes they find necessary to assist them 
with writing the test or exam. SAICA‟s open-book assessments allow particular books 
with only a limited amount of comments and notes that students can make within that 
text. 
There are several benefits for students when an open-book assessment policy is used. 
These benefits are linked to the fact that the intention with every learning or assessment 
change is to facilitate a deep learning approach. It is felt that an open-book assessment 
will reduce rote learning, as a student will have more time to focus on high-level learning 
activities instead of memorising a substantial amount of information. Some of the 
professional bodies feel that this will result in more effective knowledge management 
where the information overload is managed better by students (IRBA, 2009). In reality 
the information that we sometimes require students to memorise will be accessible to 
them as professionals instantly through smart phones, tablets and the internet. Students 
will be able to focus on applying knowledge and not just on memorising it (Kruger, 
2011). Eilertsen and Valdermo (2000:91) state the following in their study:  
 “The rationale behind open-book assessment in our project was first and 
 foremost to encourage thinking at higher cognitive levels and to promote study 
 and teaching methods that would improve understanding.” 
48 
 
In a study by Kruger (2011) on what students and lecturers perceived the effect of open-
book examinations on the learning behaviour of accountancy students to be, it was 
found that: 
 the students felt that the learning approach of students had changed and that 
less rote learning was taking place but the lecturers did not agree and felt that 
these types of assessments were becoming a crutch for students; 
 lecturers and students agreed that these type of assessments increased the 
responsibility of students towards their learning and provided them with the 
necessary skills to become life-long learners; 
 students started their preparation earlier and worked more consistently during the 
academic year. This finding is consistent with a study by Theophilides and 
Koutselini (2000); and 
 the main focus of open-book assessments is to match real-life situations as 
closely as possible, where knowledge changes often and a professional must 
gather and have access to new information. The majority of lecturers and 
students agreed that open-book assessments provides a more positive learning 
environment and are better than closed-book examinations. 
As with case studies and other approaches that require a change from the traditional 
teaching environment, some students and lecturers prefer the traditional way of doing 
things and find it hard to make the mental shift. Open-book assessments can also give 
students a false sense of security so that they do not prepare as much as they would for 
a closed-book exam. Lecturers will have to caution students against the possible 
consequences of not preparing properly, and expose them to open-book assessments 
over the long term (Eilertsen & Valdermo, 2000:95; Kruger, 2011:52). 
3.5.5 Summative comment 
In the above section we have looked at possible approaches that lecturers can take to 
achieve deeper learning from their students. All of the approaches provide students with 
a different type of learning environment, which for most will be a positive experience. 
The student will view and engage with the subject positively. Another common thread 
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with the approaches mentioned above, is that they all have the intention to not only 
impart knowledge but also to develop generic or soft skills. These skills are required 
from a professional accountant or business person such as leadership skills, 
communication skills, the ability to work with others, and the skills to be a life-long 
learner. 
3.6 OBSTACLES AND CHALLENGES TO TEACHING AND LEARNING 
Any teaching and learning strategy is undertaken, intentionally or unintentionally, to 
increase learning in students at the highest level – thus deep learning. However, 
strategies and interventions cannot be seen in isolation, and there are several obstacles 
and constraints that may cause them not to reach the desired goals of learner-centred 
approaches. These constraints include institutional and lecturer or student constraints. 
3.6.1 Institutional constraints 
The learning environment in which teaching and learning takes place should enhance 
the learning experience. However, certain challenges may need to be overcome in 
order to achieve this. Several studies indicated that one obstacle to learner-centred 
approaches is the size of the classes (Adler, et al., 2000:122; De Villiers, 2010:12; 
Healy & McCutcheon, 2010:557). These studies indicated that accounting and its 
related subjects are mostly taught in large groups (at UJ class sizes for accounting 
range from 200 to over 600 students per class). Byrne, et al. (2010:377) compared 
students in accounting with those on the science programme and found that the science 
students engaged more meaningfully with lecturers due to smaller class sizes. 
In a similar vein, classroom layouts can also be a challenge to lecturers who want to 
adopt approaches where students are required to interact with each other and the 
lecturers more informally, as in the large lecture theatres with tiered seating (Adler & 
Milne, 1997:210; Adler, et al., 2000). 
Another constraint mentioned in several studies is the institutional reward and incentive 
structure (Adler & Milne, 1997:192; Bui & Porter, 2010:29; Healy & McCutcheon, 
2010:558). At some institutions there is substantial emphasis on research and little or 
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no reward for teaching or related activities. Scholarly activity is usually only seen in the 
light of research output, and institutions fail to view changes in courses, curricula and 
teaching strategies as proper scholarly activities (Adler, et al., 2000:115). As a result 
lecturers will spend time on research, which is rewarded, and less time on finding 
innovative ways to improve teaching and learning. 
3.6.2 Lecturer or student constraints 
Lecturers and students might agree that change is necessary in accounting education; 
however, the process of change is not easy and might be met with resistance. Students 
might rebel and resist any form of change and feel more comfortable with the traditional 
classroom (Milne & McConnell, 2001:73; Cullen, et al., 2004:260; Leveson, 2004:545; 
Healy & McCutcheon, 2010:557). In their study, Adler et al. (2000:121) found that some 
students rebelled against taking on more responsibility and demanded a teacher-
centred classroom, where they can sit back and be lectured to. The intended changes 
may also have a different effect from that which the lecturers anticipated, as students 
respond to situations perceived and not necessarily ones created by the lecturer 
(Ramsden, 1992:63). 
As students need to take on more responsibility, so lecturers need to give away control 
of their classrooms – making some lecturers feel very uncomfortable. A student-centred 
approach requires more open discussions, which cannot necessarily be prepared for 
beforehand. Healy and McCutcheon (2010:560) mentioned that this discomfort might be 
due to the lecturer‟s lack of confidence or uncertainty in the new approach undertaken. 
Lecturers find changing to a student-centred approach time-consuming, both in 
preparation and during the lecture, placing a huge burden on already depleted 
resources (Adler & Milne, 1997:192; Adler, et al., 2000:128; De Villiers, 2010:10; Healy 
& McCutcheon, 2010:558).  
The biggest challenge when changing to a student-centred approach is that it should 
not merely be another activity for students to partake in, but should be intrinsically part 
of the learning objectives and the course as a whole. Merely organising student activity 
will not reach the high-level learning objectives required from any programme. When 
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teaching strategies and innovations are not seen holistically, changes to the 
programmes and assessments will be merely changes and will not reach the deep 
learning that is so desired (Adler & Milne, 1997:196). 
3.6.3 Overcoming the obstacles 
Obstacles or constraints can either be seen as insurmountable or can be managed in 
the process of change (Healy & McClutcheon, 2010: 563). How lecturers deal with 
these obstacles and constraints will be an important factor in determining whether any 
new approach will achieve the deep learning that is sought after. Lecturers might be 
considered as the single driving force to facilitate this change, and their attitude to the 
institutional and student challenges might determine the overall outcome of this new 
strategy.  
The role played by tertiary institutions in this move to student-centred approaches 
cannot be forgotten. One change that they can make is to view teaching, with positive 
changes and excellence therein, as just as important as research output. To provide 
proper incentives for lecturers, promotions, prizes and bonuses, with the provision of 
study leave when important curriculum changes and other teaching-related scholarly 
activities are undertaken can be instituted (De Villiers, 2010:12). 
3.7 CONCLUSION 
Two main approaches – deep and surface – were identified as the approaches students 
employ in their learning of subject matter. The factors that influence students‟ choice of 
approach are the perceived learning environment, the assessment procedure, and their 
own internal motivation towards a subject. They will strategically utilise a deep or 
surface approach to achieve the highest possible marks. 
Lecturers are able to influence students‟ approaches by employing several interventions 
such as the case study method, collaborative learning, technologically assisted learning 
and open-book assessments. If these interventions are thoughtfully employed they can 
reach high-level learning outcomes associated with deep learning. 
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Lastly, it was mentioned that although we do want deep learning for our students there 
are times when challenges are faced by the lecturers and the students. However, these 
challenges can be overcome, and a move into learning that is positive and pleasurable 
can be achieved. 
The next chapter will evaluate the teaching and learning strategy employed in the 
Department, through an analysis of the interviews held with the academic trainees.  
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CHAPTER 4 
THE TEACHING AND LEARNING STRATEGY OF THE DEPARTMENT 
4.1 INTRODUCTION 
As mentioned in chapter 1, the Department changed its teaching and learning strategy 
in January 2010 to a cyclical approach or process undertaken with each new topic. In 
this chapter the views of the academic trainees of 2011 as rendered in the interviews 
held with them will be presented. They will provide their own description of this new 
process, what they believe the intention to be, and the problems experienced with the 
process as a whole and with the individual elements.  
The academic trainees‟ views on the skills needed in the professional world will be 
identified in light of the requirements of SAICA as listed in the Competency Framework 
(SAICA Competency Framework, 2009).  
Comment 
The academic trainees with whom the interviews were held will be identified in this 
chapter by stating Interviewee (I) and a number from 1 to 15, for instance a comment 
from Interviewee 2 will be referenced with I2. 
4.2 DESCRIPTION OF THE TEACHING AND LEARNING STRATEGY 
4.2.1 The old system 
The Department‟s learning process, as shown in figure 1.1, is a cyclical approach 
designed to provide learners with several elements within a topic or learning area. 
Before this new strategy was implemented, the learning environment consisted of 
lectures, practical classes for some subjects, and assessments in the form of three 
summative assessments per semester. The following comments were received about 
the old system: 
“Old system – well that was pretty much go to class, go to tuts and study for tests.” I1 
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“The old way was just going to class … that was it. Go to class and study for tests. 
There weren‟t assignments. There were no tutorials.” I2 
As seen from the above comments, the old system was a lecture-dominated 
environment, where teaching moved mainly between levels 1 and 2 of teaching, as 
illustrated in figure 3.1 and described in chapter 3. It was realised that this type of 
approach did not create the type of student who was required by the professional and 
business world – i.e. a student who can take responsibility for his/her own studying and 
who has the ability to learn long after the last test has been written. This lecture-based 
approach does not stimulate active learning, and instead creates dependent and 
passive learners (Visser, et al., 2006:103). 
4.2.2 The change over 
At the start of 2010, the Department moved from the old system to the new one. This 
strategy was implemented throughout the Department on all levels, undergraduate and 
postgraduate, and within all four of the core subjects of the Department. Of the 15 
interviews that were held, nine (60%) of the interviewees felt that the new system was 
better than the old one, two (13.33%) preferred the old system and four (26.67%) did 
not experience much of a change. One of the reasons for the two preferring the old 
system was that some students prefer to work alone and can adequately achieve high 
levels of learning on their own. 
“I‟m an alone person. I like to do things by myself, to stay by myself.” I2 
This fits into the finding by Boyce, et al. (2001:42) and their profiling of accounting 
students: according to the Meyers-Briggs Type Indicator (MBTI), the most common 
personality type of accounting students (the ISTJ) will prefer working alone rather than 
in groups. 
The other interviewee (I5) preferred the old system, as the new system in her view was 
not properly explained and the old system was what she was more comfortable with: 
“I personally did not like it that much. It wasn‟t explained. We did not know why. Now we 
had to go to compulsory tutorials – it‟s a waste of time …. We weren‟t used to it. 
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Whereas if from the start it had been said or conveyed to us: this is why we are doing it, 
this is the objective we hope to achieve by doing it. It would have made the transition a 
bit better.” I5 
Those interviewees who felt that there had been no significant change from the old 
system to the new one were students who in some way or other were already taking 
responsibility for their studying, by doing preparation for the next lecture and studying 
the work that was covered in the previous lecture. They commented as follows:  
“Well personally it did not really affect me that much. I was one of those students, where 
I studied when I got home at night, the work I did in class, from first-year onwards. For 
me it was the same as what I‟ve done anyway.” I4 
“It was what I was doing anyway, so it was not that big a change. Personally I didn‟t 
have that much of a change.” I12 
“I must be honest; I didn‟t really see much of a difference. But the cycle, this new thing 
that we have to do is really what I do anyway. I don‟t think it‟s very different to what I 
would have done. Even if I haven‟t been told this is what you need to do. So I think 
that‟s why for me it wasn‟t this huge change, because it was what I was doing.” I13 
4.2.3 The new system 
The interviewees were asked to describe in their own words how they perceived the 
new teaching and learning strategy. Several of the interviewees described the cyclical 
aspect of the strategy as follows: 
“I think the teaching and learning strategy is focused on what you have to do before 
class, what you have to do in class and then what you have to do after class. It‟s like a 
full circle they want to achieve, so that you keep on working continuously through the 
process. That‟s how I see it. You have pre-reading, then you go to class, then you have 
assignments and then …. It‟s just a continuous process of working.” I8 
“Ok, the way I think I know it - there‟s pre-reading which is preparation before you go to 
the classes, then there‟s the class; in the class we give an objective test so that you can 
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test if they know their knowledge of the previous work. Then after class they should do 
some self-study. Then there‟s peer group assessment, then there‟s tutorials …. We give 
the tutorials after the class has happened, and then there‟s an assignment that closes 
off that learning process.” I2 
“Ok, the way I see teaching and learning or the way teaching and learning should work 
– it‟s a process. And there are different phases in this process and there are a lot of 
different role players in this process. And the most important one is the student at home. 
So the lecturer is there to guide and to give focus. But before the lecture the student 
should go and see what this is about …. Then in the lecture, you‟re supposed to give 
focus and say: Listen here, this is important, this is something you struggle with. Just 
give them guidance so they can understand and be able to figure this out at home on 
their own. The most important part is then going back home and studying before the 
test.” I9 
“I understand it to be the cycle and how everything links in between how…what you 
have to do yourself, what you have to do in terms of the lecture, what you have to do in 
terms of the class and what you have to do in terms or your peers. And then it‟s back to 
you again. So I think to me it just kind of puts it back into perspective – first of all the 
order that you should be doing stuff in as well as how they link together.” I13 
It is clear from the above comments that this teaching and learning strategy is a process 
undertaken with each topic or study unit. There are distinct elements that have to be 
followed in order to gain the maximum benefit. Every element is linked to the one 
before, and the one that follows gives learners exposure to several interventions and 
learning strategies, in order to promote high-level learning. It is further important to see 
that there are noticeable responsibilities for both the student and the lecturer. The 
teaching and learning for a subject area is not solely the responsibility of the lecturer, 
but requires active involvement from the student.  
4.3 THE INTENTION WITH THE NEW TEACHING AND LEARNING STRATEGY 
In the previous chapter it was noted that there are two broad orientations towards 
teaching – a teacher-centred approach and a student-centred approach. The intention 
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with changing the curriculum, learning environment or learning strategy is to facilitate a 
more student-centred approach where: 
 learning is stimulated through the spectrum of different learning styles (Visser, et 
al., 2006:98);  
 teaching and learning is kept interesting (Friedlan, 1995);  
 deep learning is promoted in students (Adler, et al., 2000; Boyce, et al., 2001); 
 critical skills are developed in students so that they become life-long learners 
(Milne & McConnell, 2001:62; Adler, et al., 2004:213; Weil, et al., 2004:143);  
 interdependent learners are created who are active in their own learning process 
(Milne & McConnell, 2001:68; Hassal & Milne, 2004:135; Beard & Wilson, 
2005:7).  
The interviewees were asked what they perceived the intention with the new strategy to 
be. There comments are classified below in five categories, namely, encouraging 
students to work and be pro-active, to listen better in the lecture, to take on more 
responsibility in order to move students into deep learning, and to increase academic 
performance. 
4.3.1 Encouraging students to work and be pro-active 
Out of the 15 interviewees, five (33.33%) felt that the intention of the strategy was to 
force students to work and think before a lecture, and to do this well in advance so that 
all the work was not left until before a test. It was felt that especially at undergraduate 
level, students leave studying until just before a test: 
“You know the whole cram studying the day before. You can do that in undergrad and 
get away with it in undergrad.” I3 
From the previous chapter it was seen that to engage learners in deep learning, enough 
time must be given to the study process, so that the student could link previous 
concepts to the present ones. This would be hard to achieve when there was last-
minute cramming sessions and only short-term memory was being utilised. 
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For students to achieve high levels of learning there must be continuous working. This 
will ensure that students are active participants in their own learning and become self-
directed learners. It is found that any person partaking in a lecture will retain information 
better if that information is reflected upon within 24 hours from the time it was received. 
As can be seen from figure 4.1, 60% of information will be lost if not retained within 24 
hours: 
Figure 4.1: The curve of forgetting 
 
Source: http://college.cengage.com/hopper_ch04_how_memory_works.ppt 
When students work consistently and more regularly it will stop the last-minute learning 
that so often happens: 
“I think especially at undergrad, for me, would be to stop the last day cramming 
sessions. To actually get the guys studying over the two-month period before tests, 
instead of what I used to do, the day before ... cramming. Because I think it‟s better. It‟s 
more long-lasting memory instead of the short-term memory.” I3 
In the Department all third-year courses in the CA stream are year courses, to 
encourage students to utilise long-term memory. It would not be possible for a student 
on these courses to study the whole year‟s material at the last minute using only short-
term memory.  
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Two of the interviewees (I4 and I5) wondered if it is possible to force students to work. 
They felt that a student would embrace responsibilities because of an inherent good 
work ethic and could not be forced into it. For them, students fall into two categories: 
one that is willing to work and take on responsibility and one that is not. The teaching 
and learning strategy is dependent on the student and not on whether or not the 
lecturers or the Department can enforce it. 
“I think a lot of it has more to do with the students than the strategy itself. Student 
participation is not something that you can force – you cannot force them to work more. 
You can give them more assignments and more ... but at some stage they are only 
going to write it off from their buddy. So a lot of it has more to do with a work ethic thing 
than actually the strategy that you use. Because you can‟t teach them a work ethic. 
There are students that you can give no assignments and they will still sit and work and 
study and others aren‟t going to do anything. So it is not something that you can 
change.” I4 
There will be less pressure on lecturers to „perform‟ in the lecture when students work 
on their own and they can focus on the more complex work as mentioned by this 
interviewee: 
“Also to ease the burden, I guess, on lecturers, that if that model was followed properly 
by students, there would be less pressure on them to almost start from scratch in each 
lecture. And feel like they have to walk people through right from the beginning. They 
will be able to get into the more complex stuff.” I6 
Interviewee 3 had misgivings on whether you could get students to work if they were not 
internally motivated to do so: 
“How do you get students to work if they don‟t want to work?” I3 
4.3.2 Listen better in the lecture 
With a student-centred approach it might appear as though lectures are not an 
important aspect in the learning process. It is still the main place for the transfer of 
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knowledge from the lecturer to the students. The interviewees felt that when you as a 
student are encouraged to prepare before the lecture then you: 
“Identify the things that you are uncertain with and tend to listen better in class.” I1 
4.3.3 Students take on more responsibility 
A surface approach to learning is often characterised by students who are unwilling to 
take on the responsibility for their own learning. They become passive learners who 
want to be spoon-fed and get everything from a lecture (I2). Whenever educators 
change their teaching strategies or include specific interventions, such as case studies 
in their curriculum, they want to “empower their students by giving them control of and 
responsibility for their learning” (Adler, et al., 2004:217). 
Interviewee 2 had the following comment regarding the intention of this new strategy: 
“I suppose you wanna give .... I‟m not sure but where I am standing I think you wanna 
give the students their responsibility – just make clear what is the lecturers‟ 
responsibility and what is the students‟ responsibility. And then we give them the 
necessary tools to accomplish their responsibility ... previously it was not clear what the 
students‟ responsibility is ... hmm ... you were in class and you did self-study. You were 
not guided much as a student.” I2 
To give students the responsibility for their own learning there must be the necessary 
guidance and “cooperation between the lecturers and the students” (I14). With this new 
strategy students have a clear path to follow with each topic or learning unit – they will 
know how to “follow the correct order at the correct time” (I13). This strategy gives 
students the tools that will empower them to take control of their own learning. 
In their study where they conducted interviews with learners and educators at tertiary 
institutions in New Zealand and Australia, Adler, et al. (2000:120) found that a lack of 
responsibility was “attributed to the students‟ previous educational experiences and their 
home culture”. They found that their overseas students (mainly from China) in particular 
were not used to taking on responsibility and making their own decisions, as their 
culture required them to quote the important person, namely, the lecturer. It would 
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require lectures to delve a bit deeper when there is a lack of responsibility, as the 
current school system and/or the cultural differences may be a contributing factor. 
UJ has a diverse student body that is typical of the diversity in South Africa. This 
includes: 
 students speaking one of the 11 official languages of the country that differ from 
the language that is the main mode of lecturing, namely English; 
 students from diverse cultural backgrounds and ethnic groups within South 
Africa; and 
 international students, mainly from neighbouring countries in Africa. 
4.3.4 To move students into a deep approach of learning 
From chapter 3 it was apparent that any good educator would want his/her students to 
adopt learning approaches that would move them into deep learning. It was concerning 
from the literature to see that accounting students adopted less deep approaches than, 
for instance, their science counterparts (Booth, et al., 1999:295; Hall, et al., 2004:490). 
Learning cannot be seen in isolation, however, and is the result of several factors such 
as „curriculum, assessment, modes of teaching, and the students‟ prior experiences and 
perceptions‟ (Booth, et al., 1999:280). This can be seen from the following figure: 
Figure 4.2  Student learning in context 
 
 
 
 
 
 
Source: Booth, et al., 1999:280 
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The aim of any learning environment is to create a space where students are 
encouraged to adopt a deep approach, leading to a higher quality of learning. Any 
changes made to the learning environment can have a positive impact on the type of 
approach that is taken by learners (Hall, et al., 2004:493). Two of the interviewees (I5 
and I10) mentioned that this new strategy will lead to a more rounded student, as not all 
students learn the “best from lectures” (I5). This is as Visser, et al. (2006) mentioned in 
their study: every learner approaches learning in a different way and that not all learners 
will be stimulated by one tool used or one approach taken. This is confirmed by the 
following comment from one of the interviewees: 
“I think that some students learn better in different manners than others. So you want to 
cater to a wider range of different learners.” I5 
Another interviewee (I6) confirmed this statement by remarking that every person is 
unique and will take out of this strategy what he or she finds beneficial to him or her. 
When asked whether they found the new strategy useful: 
“Yeah, I did. But also depending on the subject and depending on the topic within the 
subject. If it was a topic that I struggled with then, yes, it would be useful. It it‟s 
something that I am already comfortable with then, not so helpful, to look at it at home. 
So, that‟s different for every single person and you can‟t really make a call on whether 
it‟s useful or not. It differs topic to topic from person to person.” I6 
4.3.5 Increase academic performance 
Any strategy or intervention will ultimately be undertaken to increase academic 
performance. Universities and other tertiary institutions often measure the success of a 
course, module or programme, by the number of students who pass (throughput rate). 
Out of the 15 interviewees, four (26.67%) felt that the reason for the new strategy is to 
increase the academic performance and throughput rate: 
“And also to increase the throughput, I‟m sure. And just to improve the quality of 
students who do eventually graduate, who do eventually pass.” I11 
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From the literature it was seen that this is a difficult concept to test and confirm – 
whether a new strategy or invention has effectively increased academic performance. 
Booth, et al. (1999) investigated the relationship of the surface and the deep approach 
to academic performance. The assumption is that a person using a surface approach 
will achieve lower marks than one using a deep approach. This study, however, found 
that this was not necessarily the case and that it might be due to a misconception by the 
students that a surface approach will be rewarded in assessments (Booth, et al., 
1999:296). 
Students will sometimes only approach work if they are clear on when and how it will be 
incorporated in the next assessment. They will strategically change their approach to 
suit the assessment strategy and will do whatever is necessary to gain good marks: 
“Unless you tell them they are going to write a test on the new work that you‟re 
supposed to prep and that it‟s going to count – then yes they might do it.” I4 
4.3.6 Barrier to reaching the desired outcomes 
The intentions of the strategy from the previous sections were classified according to 
the perspectives of the interviewees. One (6.67%) interviewee had no idea what the 
intention of the strategy could be and three (20%) others mentioned that the barrier to 
reaching the desired outcomes of the strategy was that the intentions were not properly 
communicated to the students. The following comments reiterate this: 
“I think I would maybe emphasise the motive behind it a bit better. So that the students 
are more on your side. Whereas, now it seems like you are fighting them, forcing them 
to go to tuts or forcing them to do the objective tests. Whereas, if you explained a bit 
better, that it is for their own good - these are the benefits; this is what we found in the 
past. Then their understanding will be better and it will really benefit them. And it will 
benefit you too. So then they will be on board with you. Then they will say: I‟m doing this 
for myself and it does make sense. Whereas to just, you know, be forced into it, then 
they will just do it for the sake of doing it not for the benefit.” I5 
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“I think maybe .... I don‟t know, because a student is a funny thing. Maybe a half an hour 
just trying to explain ... at the start of the year maybe just try to explain what we‟re trying 
to achieve. Maybe if they understand why we‟re doing it, they will see our point. 
Because I think it could really add a lot of value.” I8 
Ramsden (1992) was clear when he cautioned educators to consider carefully the 
interventions and strategies that they put in place, as it could have the opposite effect 
from what the educators might expect. Students will respond to the situation they 
perceive to exist, and it might oppose that of the educator. Proper communication might 
be a way to ensure that the two worlds come together. 
4.3.7 Summative comment 
In January 2010 the Department changed its teaching and learning strategy to a cyclical 
approach which included several elements and tools given to students that would 
empower them to take control and responsibility for their own learning. Most 
interviewees perceived the new model to be better than the old one. They further 
perceived that this new strategy was implemented to increase academic performance, 
encourage students to work consistently and to do so much earlier than the day before 
an assessment. It was felt, however, that the implementation and current progress of 
the model could be better achieved with proper communication of the goals and 
intentions to the students. 
4.4 ELEMENTS OF THE STRATEGY 
In the next section each element of the new teaching and learning strategy is analysed 
– namely, pre-reading, lectures, self-assessment tests, self-study, consultation, 
assignments and tutorials.  
4.4.1 Pre-reading 
Preparation for the lecture can be achieved in different ways. Examples are: requesting 
students to pre-read a few pages of prescribed text in preparation for the next lecture; 
giving students a homework question that needs to be completed prior to the lecture 
(pre-homework) that will spark interest in the upcoming topic. Any preparation for the 
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lecture will depend on the topic to be covered as well as the level of study. Students at 
the lower undergraduate levels who have never before dealt with a specific topic cannot 
be expected to pre-read pages of work that they will not understand. When students 
have dealt with a topic before, then the pre-reading can serve the purpose of revising 
previously gained knowledge, so that more complex issues can be dealt with in the 
lecture. 
The purpose of pre-reading is to: 
 place the lecture and the topic to be covered in the right context, so that concepts 
can be linked to those already encountered during previous years of study; 
 prepare a student for the upcoming lecture; and 
 give a basic understanding of what the lecture is about and the material to be 
covered. 
The interviewees had mixed feelings regarding pre-reading or homework – six (40%) 
felt that pre-reading was working well and should be part of the process, as it gives one 
a general knowledge of the upcoming lecture: 
“My argument is that it‟s good because if you don‟t go there with a basic understanding, 
you‟re going to be completely lost.” I6 
 For the pre-reading to reach its desired purpose, the section(s) of pre-reading must not 
be too comprehensive, as to discourage anyone from doing it: 
“I also learned that pre-reading that‟s too long doesn‟t work. Rather give them a 
paragraph to read and keep them thinking of something, than giving them 10 pages to 
go and read. Because then immediately you don‟t want to do it; and they don‟t do it. 
Pre-reading must be short – just to get them thinking about it.” I7 
There were other interviewees – five (33.33%) of them – who felt that pre-reading 
should not be part of the model, as it was a waste of time, and according to them not a 
lot of students did it anyway. This might not always be because students do not want to 
work but there is already a lot of work and “pre-reading is the last thing on your list of 
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priorities” (I12). It was felt that pre-reading or pre-homework interrupts a student‟s own 
schedule of when to complete certain sections of the work: 
“The only thing that I found was that I could not study what I wanted to study. I had to go 
and study something else, because someone is going to ask me on it anyway. But 
actually, I want to finish my tax, but I have to go study accounting now, while I was 
planning on doing accounting tomorrow.” I4 
4.4.2 Lectures 
The traditional lecture as discussed in chapter 3 is not always the most beneficial way to 
convey knowledge, interest and enthusiasm for a course or subject. Students will often 
only attend lectures to gather information on what they need to do to be successful in 
the subject (Dolnicar, 2005:113). A lecture has its limitations and might not provide the 
necessary stimuli for students with diverse learning preferences. Visual learners have a 
preference for seeing pictures, slides and diagrams, auditory learners learn best 
through listening, and kinaesthetic learners prefer to learn through moving, touching and 
doing (http://en.wikipedia.org/wiki/Learning_styles).  
To achieve meaningful learning, lectures should adequately link concepts to previous 
knowledge, have relevant content and actively engage the students in the learning 
process (Fyrenius, Bergdahl & Silen, 2005:62). To create active learning environments, 
lectures should move from a transmission model to a constructivist model, as indicated 
in figure 4.3. 
In their study on the problems in accounting education, Albrecht and Sack (2000:53) 
questioned students on the pedagogy used, and found that „there is too much lectures 
and reliance on textbooks as the drivers of courses and programmes‟. Interviewee 10 
confirmed this, when she commented that lectures in the Department were very theory-
based: 
“You sort of get stuck in the theory and feel that you know everything, and then go down 
and do stuff and then you‟re like: I‟ve got no idea what‟s going on. Because it‟s so 
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theory-based when they lecture, I feel like they‟re sort of fooling you and not really 
helping you.” I10 
Figure 4.3 Paradigms of teaching and learning 
 
Source: Masikunis, Panayiotidis & Burke (2009:200) 
Interviewee 2 disagreed and felt that the lectures „were great, they were awesome‟.  
There are several ways in which lecturers can enhance the quality of lectures to make 
them more interesting and active learning spaces: 
 personal response systems (electronic voting system) can be used in large 
classrooms with fixed seating (Masikunis, et al., 2009); 
 lively discussions can be undertaken in the lecture; 
68 
 
 use of PowerPoint slides in an active manner such as fill-in-the-blank handouts, 
providing illustration, images and asking content-based questions (Gier & 
Kreiner, 2009);  
 using other active learning tools such as, case studies, cooperative learning, 
problem-based learning, and blended learning. 
As with every other tool in the process, the lecture should always be well-planned, 
thought through, and add value to the learning process: 
“How can I lecture this to make it more ... to make students understand it better now.” 
I10 
Lecturers should employ reflective practices in their teaching and realise that their 
enthusiasm for their subject will filter through to the students (Bui & Porter, 2010:43). 
Reflective practices of educators could include the following (Adler, et al., 2000:125):  
 reading and keeping up to date with educational literature; 
 collecting useable feedback from students and peers on how to improve lectures;  
 changing the attitudes to facilitate deep learning; and 
 appreciating how lifelong skills are developed, and incorporating them into the 
curriculum. 
4.4.3 Self-assessment tests 
In a student-centred learning environment, like the one created in the new teaching and 
learning strategy in the Department, self-regulated assessment and feedback is another 
important element. Nicol and Macfarlane-Dick (2006:207) argue that one way to 
develop self-regulation in students is to provide them with opportunities to practise this 
aspect of their learning. 
The self-assessment or objective test is given to students to assess their understanding 
of core principles of a topic and provide them with immediate feedback. Students can 
assess for themselves whether their basic understanding of a topic is satisfactory or not. 
It engages students in their own learning and provides them with self-assessment skills 
(Nicol & Macfarlane-Dick, 2006:207). 
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It is at the discretion of the lecturer to decide at what point the self-assessment test can 
be appropriately incorporated in the learning process. It could be included: 
 during the lecture after a topic has been dealt with; 
 in the tutorials; or 
 on Edulink. 
Interviewee 7 felt that a short self-assessment test in the lecture worked better than 
those posted on Edulink: 
“It takes about 5 minutes. The objective test is supposed to be quite short. It shouldn‟t 
be like a whole test thing. So they get in class, we hand out the objective test, they have 
5-10 minutes and then they put the answer up on a slide. So you can quickly mark 
yourself. If the objective test is on Edulink no one is going to do it. Like I said, you get 
the students that want to do everything. From the beginning they‟ve worked hard. It 
doesn‟t matter if it‟s the old teaching model or this one. They will always do everything. 
But your average student will be like – I‟m not going to do it. If it‟s in class and they have 
to do it for 5 minutes, they will actually do it.” I7 
4.4.4 Self-study 
A crucial element in the teaching and learning strategy is self-study. It is an element that 
students should build in throughout the model and not use as a once-off or isolated 
event. There should be self-study after a lecture, before an assignment, before and after 
a tutorial and obviously before any formal assessment.  
“It‟s just a continuous process of working. I think it‟s maybe a good thing so that 
students don‟t just study a week before the test. As the semester progresses, they‟re 
busy the whole time, with work.” I8 
Although the term self-study assumes a student works on his/her own, the process 
should be facilitated by lecturers to assist in the development of independent learners. 
Lecturers should provide proper guidance on what and how to study, especially at the 
beginning of a course. Failure to facilitate this part of the teaching and learning strategy 
can cause unnecessary anxiety and stress in students and will discourage them. 
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4.4.5 Consultation 
To assist students to become independent learners, the provision of guidance can be in 
the form of a lecturer or peer consultant. This will supply students with one-on-one 
feedback, guidance and support in their learning.  
Consultations do not always achieve their perceived benefits due to the following 
scenarios: 
 some students choose not to take advantage of the consultation process where 
they can spend individual time with a lecturer; 
 some students consult before they have attempted the work by themselves, as a 
way to circumvent self-study;  
 some students only consult before tests and exams, and not continuously 
throughout the programme.   
“I wasn‟t one of those people who consulted too much.” I12 
“People arrive at consults and they haven‟t followed the rest of the process and they 
haven‟t gone through it by themselves. They just want to get answers on a one-on-one 
basis.” I10 
“I just think people don‟t understand the role of coming for consults within the actual 
cycle as you‟re doing the work. The one thing that I think doesn‟t work is the fact that 
they think consults are just before the tests. And studying is just before the tests. They 
get the first part of the cycle right – doing the pre-reading and going to lectures and 
maybe doing a little bit ... and then they kind of fall off the bus. The rest of the cycle only 
seems to happen right before tests.” I13 
4.4.6 Assignments 
To evaluate student learning and whether course objectives have been accomplished, 
several evaluation tools and methods may be used. In the Department, students will 
write two tests and an exam in semester modules, and five tests and an exam in year 
modules. All of these tests and exams are summative assessment tools which are 
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important evaluation tools, but because they are controlled and within a specific time-
frame, they do not always provide the ability to “get to know our students and the quality 
of their learning” (Ramsden, 1992:181). 
Ramsden (1992:183-190) highlights the fact that a variety of assessment methods may 
be appropriate to evaluate the different concepts and skills that form part of the 
competence in a course, and that there will hardly ever be only one method which 
meets all course objectives. In the new teaching and learning strategy, assignments 
have been chosen to provide students with an important learning opportunity. The 
assignments are mostly used as formative assessment tools throughout the respective 
modules. These assignments are mostly individual assignments that present students 
with the opportunity to complete an assessment in their own time and with fewer 
restrictions than is the case with a formal summative assessment. Leonard and 
LeBrasseur (2008:39) confirm this view when they state that: 
 “Each student has the opportunity to complete the assignment according to his or 
 her preferred approach. This might involve reading textbook chapters and 
 assigned readings to gain a better understanding prior to completing an 
 assignment, or exploring new resources to gain additional information.” 
An assignment may take the form of a past test or exam question, a relevant case study 
or an integrated question, which requires students to source information from different 
modules. An assignment question should be well thought through, to fit into the overall 
course objective and interviewee 13 felt that they should be made difficult: 
“I think the one thing I‟d like to see more from the assignments is stuff that‟s quite tricky, 
that will take you a long time to sit at home and do. Our assignments are generally a lot 
longer because it will take time. So it‟s different to tests and I think it‟s a good thing.” I13   
According to the interviewees assignments are given for several reasons: 
 to ensure that students will encounter a topic before it becomes examinable; 
“I love the assignment thing. Because you are sure that the students will definitely touch 
the topic. Because to be able to do the assignment, they must have done some form of 
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reading on it or study on it. So at least with the assignments you know that that topic 
has been touched by the student.” I2 
“In honours we do an assignment almost on every topic, and that forces someone to 
actually do something on that topic before moving on to the next.” I3  
 to ensure that students work consistently and stay up to date; 
“The intention with assignments is to keep people working consistently.” I6 
“Assignments help a lot, because they force you to be up to date with your work. You 
can‟t do the assignment if you haven‟t done the work. So it pushes you to do the work 
now instead of postponing or procrastinating.” I14 
 to promote self-assessment in students; 
“And also for those students who do study ahead to see, what do I actually know? What 
do my marks actually look like? And not just what I think it looks like if I had studied.” I4 
“It really helped me tremendously in honours. Because you think you know the work but 
once you do a question you realise you don‟t know it. And because it‟s so early on in the 
study process, you can tackle those issues earlier rather than later.” I10 
“Oh, assignments yes they help. At the beginning of the year it‟s a bit overwhelming, 
because you don‟t really get to the solution. You can‟t really do it. But it‟s a good 
measure to see like what you know, what you don‟t know and what you need to focus 
on.” I15 
 
The interviewees suggested that the assignment process can be improved by 
coordinating it better across the subjects, reducing the number of assignments and 
providing students with a better understanding of the importance of assignments in the 
process: 
“All the subjects give assignments that pretty much has to be due on the same day.” I1 
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“As long as it is coordinated well among the subjects, so that you only have one or two 
assignments in a week.” I4 
“I think better spread out, because assignments are for the greater good. I mean they 
do help you. But maybe they should be spread out more during the year. Like don‟t 
have an assignment if it‟s a week before the test.” I2 
“I think maybe they could reduce the number of assignments. Just because after a while 
you can‟t give it your all because you don‟t have time to because you have four 
assignments to complete in a week.” I10 
“In terms of assignment, I don‟t know. All I hear from students are that they are not 
really keen on the idea. They just see it as something that cuts into their time for 
studying for the exam as opposed to .... They don‟t see it in conjunction with studying, 
as something that will help me.”I6  
4.4.7 Tutorials 
University modules in which large classes are taught pose several challenges for 
lecturers: the ability to engage students effectively, the ability to accommodate different 
learning styles, the ability to create an environment where deep learning is encouraged 
and where the personal needs of students are met (Herington & Weaven, 2008:112). 
In the Department the majority of the modules are lectured to a large number of 
students and it is for this reason that tutorials are an important element of the teaching 
and learning strategy. The largest lecture theatres at UJ can accommodate 650 
students and are utilised in the Department for a number of the under-graduate 
modules. The tutorial venues can seat 49 students and therefore creates an intimate 
environment where students can actively interact with each other and the tutor. Tutorials 
are held several times during a semester and according to Clarke and Lane (2005:16) 
will provide learning opportunities for a range of learning styles: 
 active learners can prepare and actively participate in the tutorials; 
 reflective learners will have the time to observe and think of the learning activity; 
 theorists will be able to learn due to the structure given to the learning task; and  
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 pragmatists should find the trying out of new ideas in a tutorial beneficial. 
The interviewees stated several reasons why tutorials are valuable to students in the 
Department: 
 to provide students with several different tools that will assist them with their 
learning; 
“And then we give them the necessary tools to accomplish their responsibility. So with 
the tutorials for example we are guiding and aiding them in their study process so to 
say.” I2 
“In my tuts I discuss exam technique and how do you approach a question. Because 
often they‟re given these past paper questions and they fumble on their own. Where do 
I start? Why have they given me this information?” I5 
“But the fact that you focus on things that the lecturer will not have time to cover. How to 
actually approach a question? What‟s the theory, ok how do you go and put it now in a 
question?” I11 
 to stimulate discussions where students can debate different scenarios and 
answers; 
“You would put up a question and then you would be like, ok guys what do you think? 
So it had different scenarios and we had them discuss whether or not we think it is 
control. And their view is different from mine ... You teach them to think; to think not just 
what the standard says but to think outside of it as well.” I2 
 to provide students with practical exposure; 
“I think the tuts are a good idea – to give students more practical exposure. Because 
you‟re given the theory but you don‟t understand it then. So to force them to go and do a 
question and then explain it to them is a good idea.” I4 
“Solving problems rather than just going through a question.” I10 
75 
 
Three (20%) of the 15 interviewees felt that when tutorials were first introduced they did 
not understand the reasoning behind them, and felt that they were just a waste of time. 
Another interviewee thought that tutorials were a brilliant idea but that they did not work 
in practice because they had been promoted incorrectly. The focus was on attending a 
tutorial to gain entrance into the exam, and not attending because it added significant 
value to the learning process.  
Having skilled tutors is another matter that requires careful thought from the lecturer, to 
ensure that the tutorials are helpful in the learning process and encourages cooperation 
between the tutors and students. This can be a subjective matter and dependent on 
individual personalities: 
“I would say the tuts depend on whether you have good tutors or not. Because I have 
some students coming to me and saying they love their tutor and they get so much out 
of it and others saying that it‟s a waste of time ...” I5 
“Maybe it depends on the tutor and even the students themselves. Because I think there 
has to be cooperation between the two. Obviously it doesn‟t help the tutor with the 
students playing around or the tutors just being there to read the solution to the 
students.” I14 
As with assignments, the subject matter of tutorials should be properly planned so that 
the tutorials are purposeful, at the correct standard, and encourages student 
participation: 
“And then some of the lecturers they don‟t plan the tutorials correctly. Like the tutorials 
will fall sometimes right before they‟ve done the topic even. And that doesn‟t make 
sense. No one knows what‟s going on. Or they don‟t put enough effort into the tutorial. 
Just do this question ... and then it‟s not on the standard that they supposed to have 
tutorials on. It‟s at a lower standard. So they sit there and either they don‟t know what‟s 
going on because they haven‟t done the topic yet or it‟s so easy ...” I7 
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4.5 CONCLUSION 
Each element in the cyclical process of the new teaching and learning process is there 
to enhance learning and provide students with ample opportunity to take responsibility 
for that learning. The elements are also there to ensure that a wide range of students 
with different learning styles are catered for. Although not all the elements are working 
smoothly in all the courses over the four subjects of the Department, small adjustments 
in those areas can bring it all back together again.  
Another reason why all the elements are included in the teaching and learning strategy 
is to assist with the development of necessary skills that an accounting graduate should 
display. In the next chapter these needed skills will be examined along with other 
strategies on how to achieve meaningful learning. 
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CHAPTER 5 
THE SKILLS NEEDED BY A GRADUATE AND ALTERNATIVE 
STRATEGIES TO ACHIEVE THIS 
5.1 INTRODUCTION 
The goal of educating accounting students is to achieve high quality learning outcomes. 
These outcomes consist of strong technical knowledge as well as a range of pervasive 
skills. One of the reasons for changing to the new teaching and learning strategy was to 
ensure that the students of the Department display skills and competencies associated 
with successful graduates. In this chapter the interviewees will identify those skills that 
they deem necessary for a graduate to display when entering the professional world. 
The chapter will also explore the skills needed to analyse and interpret IFRS standards 
effectively, and will lastly examine alternative strategies from the literature to achieve 
these high level learning outcomes. 
5.2 THE SKILLS IDENTIFIED BY THE INTERVIEWEES 
Teaching and learning should be more than just the passing on of knowledge to ace a 
test – it should also create the professionals that will be needed in the workplace: 
“I think the idea is good and it‟s one of the best ways to teach people stuff...the stuff you 
remember the best, is the stuff you struggled the most with and figured it out. If you just 
give everyone everything on a plate, then you won‟t create proper people in the work 
force. You won‟t give them proper skills to use when they‟re out there. So I think the 
whole thing ... that‟s the teaching and learning strategy for me. To guide students 
through this process, to help them to be able to use the skill they learn in their studies or 
during their studies, to be able to apply it once they finish their degree and start 
working.” I9 
The interviewees had numerous views on what skills are important for graduates to 
possess as they enter the professional world. The skills that they have identified 
correspond with the pervasive skills required by SAICA in their Competency Framework 
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and listed in table 1.3. The skills, listed in order of importance as identified by the 
interviewees are as follows: 
 the ability to work in teams (22.67%); 
“I think being able to work in a team. I think that‟s what we struggle with – working in a 
team environment whereby people are working together. Because I mean we‟re so use 
to working individually. I don‟t think that‟s how it is out there. You will be working in 
teams.” I14 
 having a good work ethic (22.67%); 
“They need to take pride in their work. To put effort into it so that what they produce is of 
standard and not the bare minimum just to get there.” I11 
 problem-solving or decision-making skills (26.67%); 
“They know the work, they know the principles but in a situation they sometimes 
struggle to identify the problem and how to solve the problem.” I8 
“The most important one is problem-solving. You can have a lot of knowledge and you 
can know everything you possibly can but you have to be able to look at a certain set of 
information, take the relevant stuff and then make a decision and solve the problems.” 
I9 
 communication skills (20%); 
“Just how to approach people in general. How to approach people, how to deal with 
difficult people, easy people. How to make conversation with people ... how to write an 
email properly.” I13 
 ability to think critically (13.33%); 
“It‟s higher-order thinking that they don‟t have. Logical thinking basically. If you give 
them something with a recipe, something with a framework, they‟re brilliant. But if you 
give them something that throws them a bit and they have to think then they‟re not fine.” 
I9 
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 time management (13.33%); 
“You definitely need to be taught that you can‟t leave everything to the last minute – you 
have to continuously keep up to date. Because the moment you fall behind you put 
extra pressure on yourself and your work does suffer – the quality of your work definitely 
suffers.” I4 
 leadership skills (13.33%); 
“They‟re soft. They are not leaders, they are more followers and I couldn‟t imagine them 
in a working environment.” I10 
In their Competency Framework, SAICA admits that leadership skills will most likely not 
only be developed during the education phase, but in this phase students should be 
equipped with competencies so that they can grow and develop during the post-
qualification experience (SAICA Competency Framework, 2009: 4). 
5.3  THE SKILLS NEEDED TO ANALYSE AND INTERPRET IFRS STANDARDS 
Different skills are needed to adequately master each one of the four subjects within the 
Department. For taxation and auditing, students require the ability to interpret laws and 
regulations and apply them to different situations. In financial management, students 
require the ability to deal with complex concepts, to think strategically and plan for the 
future of an entity. The next section will focus specifically on the skills needed by a 
student in the subject of accounting, which will complement the skills that they require 
for the other subjects.  
In chapter 1 it was mentioned that the teaching of the subject accounting in the 
Department is based on IFRS standards. These standards are principle-based 
standards in that they provide broad guidance to an entity and the leeway in choosing a 
course of action (Phillips, 2010:617). There are limited concrete rules in these 
standards, which require a different approach to learning. 
The interviewees had the following views on what IFRS standards are: 
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“Well I say it is kind of like a guideline. It is not something when this happens, you have 
to do this – you know rule-based, giving you an example. It forces you to think about it. 
And it is a general guideline, giving you guidance how to react in certain 
circumstances.” I1 
“My understanding is that they base the standard on a principle which if that principle is 
applied correctly, it would lead to the objective of the financial statements which is to 
fairly present and provide useful information.” I6 
“I think principle-based standards are something where you have a core or the base of 
what is supposed to happen, but then you could build onto that. It‟s not like a strict rule; 
it‟s more a broader picture of what‟s supposed to happen.” I12 
“That you‟ll never be able to open the book and find exactly what you‟re looking for.” I13 
One of the interviewees (I3) agreed with Wells‟s (2011:303) definition when he stated 
that a standard is principle-based when it can be linked to the foundation of accounting, 
namely the Conceptual Framework. 
The question that arises now is what skills are required to analyse and interpret IFRS 
standards? The next section will explore three of these skills. These three skills are 
mentioned numerous times in the literature as important for learners to possess. These 
skills also correspond with the list of skills identified by the interviewees as important to 
possess and are stated in the list of pervasive qualities and skills required from a 
CA(SA) (SAICA Competency Framework, 2009:19, 22 & 25). 
5.3.1 Analytical and conceptual thinking 
IFRS standards are based on concepts, principles and some rules (Shortridge & Myring, 
2004:34; Wells, 2011:303). They require a conceptual form of learning where analytical 
and conceptual thinking is developed (De Wet & Van Niekerk, 2001:96; Davidson, 
2002:29; Herring, 2003:88; Carmona & Trombetta, 2010:5). This type of learning is 
different from the mere memorising of facts or rules (surface learning), but requires 
students to engage deeply with the material (Ramsden, 1992; Lucas, 2001:163; 
Davidson, 2002:30; Biggs & Tang, 2007). 
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As mentioned earlier, when students use the deep approach to learning they will be 
able to link concepts and use the knowledge that they have acquired in other contexts 
(Davidson, 2002:31; Biggs & Tang, 2007:23-25). The development of analysing 
information and critically assessing that information depends on the knowledge 
structures in memory – thus the method used to learn that information (Davidson, 
2002:32). These skills are developed when a student approaches learning in a deep 
and meaningful way. This is crucial when students have to learn IFRS standards, as 
they have to apply the knowledge from a standard, and analytically relate it to scenarios 
in assessments.  
The ability to examine and interpret information critically is one of the professional skills 
required from a CA(SA), and was also one of the skills mentioned by the interviewees 
as important for students to possess (SAICA Competency Framework, 2009:25). 
Interviewee 2 mentioned that a way to teach students to think critically about the 
principles in IFRS is to provide students with more real-life scenarios: 
“They would give us different scenarios and show you the application of this principle in 
this scenario and it would not be the same in another scenario.” I2 
5.3.2 Decision-making 
IFRS standards do not, in all cases, provide you with hard and fast rules that have to be 
applied irrespectively, but there are rather a choice of paths on “how to achieve the end 
result” (I4), it is necessary to possess decision-making skills (Herring, 2003:94; Barth, 
2008:1165). The ability to make decisions is once again an important professional skill 
required from a CA(SA) (SAICA Competency Framework, 2009: 25). An interviewee (I5) 
perceives it as follows: 
“But then they also need to be decision-makers. I find that even now a lot of the 
students, they „uhmm‟ and they „aah‟ and are too scared to commit to something. Be 
steadfast in your beliefs. This is the way that you want to do it, make that assumption 
and move on. You can‟t give me five options – I could do this or I could do that. So to be 
good decision makers - this will also help them to be good leaders.” I5 
82 
 
So how can decision-making be developed in students? Two of the interviewees (I4 & 
I7) suggested an approach that can effectively be used in tutorials. A question or real-
life scenario is to be provided to students, the answer is debated, but then, more 
importantly, the thought-processes and decisions made to arrive at the answer are 
discussed in detail. Interviewee 7 further suggested that consulting with the lecturer can 
also give students the ability to see the gaps in their decision-making. 
Decision making requires confidence in yourself (I5) and in your own abilities, which in 
turn will assist a student in creating the leadership skills necessary in a CA(SA) (SAICA 
Competency Framework, 2009: 4). Interviewee 3 mentioned: 
“Instead of sitting in two boats, make a decision and go with it.” I3 
5.3.3 Life-long learning 
As the business and accounting environment changes, so too will IFRS standards. The 
IASB has undertaken currently several projects to improve standards. This effectively 
means that a current student will continuously encounter new or revised standards for 
the first time once they have completed formal studies. Their educational experiences 
should provide them with the necessary skills to learn new or revised standards.  
De Wet and Van Niekerk (2001:96) argue that a „concepts before rules‟ approach will 
enhance the capacity for life-long learning, a skill desired by many employers. Smith 
(2001:664) is of the opinion that self-regulated learning is essential to life-long learning 
and requires a student to decide what needs to be learned and how to learn it. 
For a student to possess life-long learning skills, the following is needed:  
 the ability to learn by themselves or self-regulate their own learning which 
includes the ability to set goals (Smith, 2001:665); 
 the ability to motivate themselves when there is no external force such as an 
assessment to drive the process (Smith, 2001:667); and 
 the ability to change their preferred learning approach to a deep approach which 
enables the learning of concepts (Hall, et al., 2004:490; Byrne, et al., 2010:370). 
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Accounting educators are in a position to promote these abilities in students by 
providing a learning environment that will achieve this. As Byrne, et al. (2010:370) 
mention: 
 “fostering such capabilities requires educators to create learning environments 
 which will encourage students to, among other things, think for themselves and 
 develop personalised understanding of new material, and be able to analyse 
 information, solve problems and relate new knowledge to prior knowledge and 
 apply it in emerging situations”. 
5.4 THE RESPONSIBILITY FOR ESTABLISHING THE SKILLS 
Different role players can contribute to the success of accounting graduates becoming 
professionals namely, schools, universities, and employers, as the skills will  be 
acquired from the “total effect of the educational programme and professional 
experience” (Wells, Gerbic, Kranenburg & Bygrave, 2009:404). The Competency 
Framework states that the knowledge, skills and attributes required from a CA(SA) will 
be the result of the student‟s academic education, professional education and practical 
experience (SAICA Competency Framework, 2009:6). 
An interviewee (I12) held the opinion that the students in the Department had strong 
academic skills but other skills were lacking, although who should assume responsibility 
was unclear: 
“I think academic skills are strong. I think it‟s everything else that goes with being an 
employee and team work. It‟s more like the emotional intelligence side of things. But 
then I don‟t know. It‟s not the type of thing you should learn from varsity. I don‟t know 
whether that‟s the type of thing you should offer at varsity level. So I‟m not sure if that‟s 
the varsity‟s responsibility.” I12  
In their article, Oosthuizen and Eiselen (2011) argue that certain skills should be 
acquired at secondary school level. Their study of first-year B.Com Finance students 
found that students entering tertiary level lacked certain life skills rather than academic 
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skills. The interviewees confirmed this by stating that certain skills like team work and 
communication skills should be learned at school level: 
“That is something that you either needed to learn at home - that your parents must 
have taught you when you were younger or through school. But I think at school you 
have your life skills and you have those classes and I think that should have been 
taught to you.” I15 
“It comes from school...maybe if we can develop teachers. So that when the students 
come to university, they have a foundation. Because at university there‟s a lot of work 
and it‟s hard ... we have a lot of work as it is, to try and do more to improve their skills is 
a bit hard. I think if schools can improve then maybe the students won‟t struggle as 
much at university.” I8 
In their study Jackling and De Lange (2009:381) provide a possible solution to the skills 
gap when they suggest a two phase process, where the university will firstly educate the 
students in a range of skills and where the employers will train them further in the 
second phase. As Albrecht and Sack (2000:55) mention, “critical skills rarely become 
obsolete and are usually transferrable across assignments and careers”. 
5.5 ALTERNATIVE STRATEGIES 
As there are different role players who each provide a student with development 
opportunities to acquire the critical skills, so too are there different teaching strategies to 
use. The new teaching and learning strategy of the Department is one way in which this 
can be achieved. It is, however, not the only way. In the literature, there are several 
alternative approaches suggested, and three of these will now be examined. These 
three approaches were chosen as they were recently developed. They showed strong 
links to the teaching and learning strategy of the Department, and although they did not 
necessarily display the cyclical process, they were tested in one way or another. 
5.5.1 Davidson’s approach (2002) 
The study by Davidson (2002) investigated the relationship between a study approach 
and exam performance of introductory accounting students at a Canadian university. 
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His study concluded that a deep approach to learning is necessary for students to solve 
complex problems. He suggests that lecturers should help students to use a deep 
approach by: 
 including discussions of concepts and principles in all lectures rather than just 
showing them how to solve simple problems; 
 including complex problems in lectures to show the implications of choices; and 
 including complex problems in assessments, so that the assessments encourage 
deep learning and not just the memorising of facts or formulas. 
5.5.2 De Wet and Van Niekerk’s approach (2001) 
De Wet and Van Niekerk (2001) also conducted a study on first-year accounting 
students, after they felt that the changes in the global world prompted a change in the 
way that they should lecture. They made two changes to their learning environment – 
they restructured their classroom situation and they introduced group sessions. The 
restructured classroom situation required students to prepare before the lecture, to 
participate in class discussions, and then to address problem areas in the material. The 
group sessions were introduced to: 
 “Provide students with another opportunity to become actively involved in the 
 learning process and to stimulate their creativity and critical thinking” (De Wet &
 Van Niekerk, 2001:102). 
The testing of their innovations through student questionnaires over a two-year period 
found that it created an environment where self-learning and lifelong learning was 
stimulated. They also found that changing a teaching and learning approach is a 
process that cannot necessarily be achieved in a single year (De Wet & Van Niekerk, 
2001:104). 
5.5.3 Hall, Ramsay and Raven’s approach (2004) 
Hall, et al. (2004:493) are lecturers in first-year introductory financial accounting at two 
Australian universities. Their students attend two one-hour lectures and a one and a half 
hour tutorial per week. They decided to change their tutorial programme to make the 
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tutorials more student-centred. This was accomplished by placing the students into 
groups within the tutorial class, and assigning three different group activities to each 
group – a problem-solving exercise, a group presentation and two group assignments. 
They hoped that these group activities would “lead to high quality learning outcomes 
and promote deep approaches to learning” (Hall, et al., 2004:494). 
The results of their study revealed that there were, statistically significant but small, 
increases in the use of deep study approaches by students, but also not significant 
decreases in their use of surface approaches. They concluded by stating that it is 
possible for lecturers to change a learning environment so that students‟ learning 
approaches can change over time (Hall, et al., 2004:502-503). 
5.5.4 Comparison of alternative strategies with the teaching and learning 
strategy of the Department 
The alternative strategies revealed certain approaches that can be followed to reach 
high levels of learning. The comparison with the Department‟s teaching and learning 
strategy is shown in table 5.1: 
Table 5.1: Comparison of strategies 
Alternative strategies Teaching and learning strategy of the 
Department 
Davidson‟s approach The teaching and learning strategy of the 
Department acknowledges that skills 
develop over a period of time. A first-year 
student will not be able to solve complex 
problems yet, but should be able to by his 
or her third year. In the Department, 
complex problems are provided to 
students in the form of integrated case 
studies, where students are required to 
provide possible solutions to current cases 
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in the local and international business 
world. 
De Wet and Van Niekerk‟s approach The approach proposed by De Wet and 
Van Niekerk is similar to the new teaching 
and learning strategy, as it includes 
several of the elements of the strategy. It 
includes preparation for the lecture, a 
lecture and tutorials. The teaching and 
learning strategy of the Department has a 
few more elements, such as assignments, 
to provide that cyclical flow which is used 
with every topic. 
Hall, Ramsay and Raven‟s approach In the teaching and learning strategy there 
are tutorials where students need to solve 
problems in the form of previous test or 
exam questions or real-life case studies. 
Not all the tutorials include group 
presentations or group assignments as 
suggested by Hall, et al. (2004) in their 
study. It is an area that can be improved 
on and considered in future. 
 
5.6 CONCLUSION 
Students graduating need to leave the tertiary environment with ample technical 
knowledge but also with a wide range of skills. The most important skills are analytical 
thinking skills, problem-solving abilities, communication skills and the ability to be a life-
long learner. There are several ways in which accounting educators can enhance these 
skills in the learning environment. The teaching and learning strategy is one such way 
that compares well with other strategies. 
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The next chapter reviews the findings from the literature and from the interviewees to 
draw a conclusion on the teaching and learning strategy. 
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CHAPTER 6 
CONCLUSION 
6.1 INTRODUCTION 
In this chapter the findings from the literature study and from the interviewees are 
summarised to evaluate the new teaching and learning strategy of the Department. 
Areas for further research are also identified. 
6.2 DEDUCTIONS FROM THE LITERATURE STUDY 
The literature indicated that it is imperative for students to learn by using deep 
approaches. This will ensure that a student moves away from merely memorising facts 
to a situation where they relate knowledge acquired in one area to other learning areas. 
It is suggested several times in the literature that in order to facilitate deep learning the 
learning environment created by accounting educators should stimulate such learning 
(Boyce, et al., 2001; Davidson, 2002; Byrne, et al., 2010).  
Ideas put forward to achieve this were to: 
 include case studies in the course curriculum (Hassal, et al., 1998; Boyce, et al., 
2001; Adler, et al., 2004; Hassal & Milne, 2004; Weil, et al., 2004; Healy & 
McCutcheon, 2010);  
 create cooperative learning experiences (Lancaster & Strand, 2001; Stainbank, 
2009; Zain, et al., 2009; Stainbank, 2010); 
 include group work in the courses (Boyce, et al., 2001:37; Cullen, et al., 
2004:259; Hall, et al., 2004:489; Hartley, 2005: 60; Stainbank, 2009:70; Bui & 
Porter, 2010:34); and  
 utilise technology effectively for students who are passionate about it (Cottrell & 
Robison, 2003; Smedley, 2005; Prinsloo & Van Rooyen, 2007). 
 
 
90 
 
Literature relating to the learning process of accounting students also shows that: 
 accounting students do not always adopt a deep approach to learning, although it 
is necessary for them to use such an approach due to the high-level learning 
outcomes embedded in their accounting curriculum (Lucas, 1996; Booth, et al., 
1999; Davidson, 2002; Hall, et al., 2004; Elias, 2005); 
 accounting students will often change their learning approach to suit what they 
perceive to be needed to pass an assessment (Lucas, 1996:88; Fry, et al., 
2009:11; Byrne, et al., 2010); 
 accounting students might prefer to work alone, rather than in groups where 
deep learning is stimulated (Booth & Winzar, 1993); 
 accounting students mainly prefer to move within two spheres of the Kolb‟s 
learning cycle as shown in figure 3.2. They prefer learning either as convergers 
or accommodators (Marriott, 2002:52). A converger will combine abstract 
conceptualisation with active experimentation, where theories are firstly 
conceptualised and then put into practice. Accommodators will combine concrete 
experiences with active experimentation, using the results of their testing to 
stimulate new learning. They are seen as risk-takers and their strength is in 
carrying out plans (Marriott, 2002:47); and 
 the preferred methods of learning and the preferred learning style of an 
accounting student can be changed over time and with the correct changes to 
the learning environment (Hall, et al, 2004). 
6.3 EVALUATION OF THE TEACHING AND LEARNING STRATEGY 
There are numerous factors that contribute to students learning effectively. Their past 
educational experiences influence their current behaviour, the learning environment 
currently created stimulates their learning practices, and their perception of the 
assessment tasks will contribute to their choice of learning style. The above were taken 
into consideration when the Department changed its teaching and learning strategy to 
an approach that provides students with a number of learning opportunities in different 
ways and in several settings.  
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These learning opportunities follow a cyclical approach incorporating elements such as 
preparation for the lecture, lectures, consultations, self-study, tutorials and assignments. 
The interviewees were of the opinion that the different learning opportunities created by 
the cycle will: 
 encourage students to work more regularly throughout the year; 
 prepare them for lecturers so that they can listen properly in the lecture; 
 assist them in taking more responsibility for their own learning; 
 move them into deep approaches to learning; and 
 increase their academic performance. 
When evaluating the new teaching and learning strategy of the Department, it must be 
considered whether it assists in the type of learning that is required of accounting 
students to analyse and interpret IFRS effectively. This is considered in table 6.1: 
Table 6.1 Evaluation of new teaching and learning strategy 
Necessary skill or way of learning Addressed by the teaching and learning 
strategy  
Encourages deep learning Deep learning is encouraged in the 
teaching and learning strategy through: 
 the cyclical approach that is followed with 
every topic so that a topic is not only 
studied just before a test; 
 the different elements of the teaching 
and learning strategy provide learning 
opportunities for a range of students with 
different learning styles; 
 challenging assignments require 
students to use information from different 
sources so that concepts are linked;  
 a positive lecturing environment where 
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there is buy-in from both lecturers and 
students. 
Promotes group work that will assist with 
the development of interpersonal skill 
The tutorials provide a smaller 
environment where students can learn 
different aspects of the curriculum. It is not 
always the same as engaging in group 
work. Other group work assignments are 
taken on mainly at second-year level. 
Improvements can be made to include 
more group work and group presentations 
so that students are exposed to this type 
of learning environment. 
Develops analytical and critical thinking 
skills 
Analytical and critical thinking skills are 
developed in the lectures, but more so in 
the tutorials, where students are given the 
opportunity to discuss matters. Through 
the discussion they gain an understanding 
of the thought processes that have to be 
undertaken to solve a particular problem. 
On an individual basis, consultations 
provide students with insight into their own 
thinking abilities and to identify areas 
where they are lacking. 
Increases the ability to make decisions or 
exercise professional judgement 
Tutorials will assist to develop these skills, 
since students are given the opportunity to 
debate different solutions. Barth 
(2008:1165) suggests that to enhance 
professional judgement students should be 
provided with situations where there is no 
single correct answer. This is an area 
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needing improvement in the teaching and 
learning strategy, as not one of the 
interviewees could recall a scenario where 
they were exposed to multiple answers. 
Encourages students to take 
responsibility for their own learning so 
that they learn the skills necessary to 
become life-long learners 
One of the reasons for changing the 
teaching and learning strategy was to 
promote self-learning so that students will 
take responsibility for their own learning. 
When the cyclical approach of the 
teaching and learning strategy is followed 
correctly, it provides students with a varied 
range of tools to learn a topic effectively. 
These tools will assist them in their future 
careers where new IFRSs will be issued 
that they have to analyse, interpret and 
apply to their circumstances. 
 
From the above it seems as if the new teaching and learning strategy of the Department 
encourages deep learning, assists with the development of critical thinking skills and 
encourages students to take responsibility for their own learning, in order that they 
become life-long learners. An area that requires improvement appears to be the ability 
to make decisions, which can be enhanced by providing students with opportunities for 
multiple acceptable solutions to be debated. More group work can also be incorporated 
in the learning environment, where students can learn important interpersonal skills.  
The interviewees proposed the following to improve the teaching and learning strategy 
in general: 
 explain the teaching and learning strategy and its purpose effectively to 
students, so that they understand and see the benefits; and 
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“I think I would emphasise the motive behind it a bit better .... So then they will be on 
board with you.” I5 
 provide a breakdown of the amount of time necessary for each element. 
“I think just giving them some allocation of how much time they should be spending. 
And it doesn‟t necessarily have to be an actual like 10 minutes on this or 5 minutes on 
this .... And i think it will be difficult to put in, but just some sort of guideline that prep 
work is not the same amount of time as lecturing.” I13 
The teaching and learning strategy was changed to take into account changes within 
UJ‟s teaching and learning policies (UJ Teaching and Learning Strategy, 2008) and 
SAICA‟s new Competency Framework (SAICA Competency Framework, 2009). It was 
further introduced to facilitate feedback received from employers and problems 
identified by the lecturers themselves. It should be constantly monitored and evaluated 
so that it will provide a positive learning environment for students of the Department: 
“I think as we go along it has to develop organically. Whenever the situation arises ... 
whenever practice changes, we have to change to adapt to that. Whenever the type of 
student change or the student profile change, then we have to adapt to accommodate 
that change. It‟s like a living thing that grows as you go on. And at this stage I think our 
teaching and learning model works. We should just be careful to say, ok this is the right 
model now we go with it. And now we keep it that way. So I think it should be evaluated 
constantly and it should change constantly to keep it a good model.” I9 
6.4 AREAS FOR FURTHER RESEARCH 
The following areas for further research have been identified: 
 The interviews held in this study were with a select group of students who then 
became academic trainees. The population can be increased to investigate the 
impact of the teaching and learning strategy on a wider range of students. 
 One of the reasons for changing the teaching and learning strategy is to increase 
academic performance. The effect of the teaching and learning strategy on 
academic performance can be explored. 
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 A lot of changes occurred to reduce the skills gap previously experienced by 
employers, such as the implementation of the teaching and learning strategy and 
the curriculum changes due to the SAICA Competency Framework. It should be 
investigated whether these changes did, in fact, address the skills shortages 
previously identified. 
6.5 CONCLUSION 
All fifteen interviewees are of the opinion that the new teaching and learning strategy, 
taken as a whole, is a success and a very good model to follow. It is a model that 
provides students with ample opportunity to learn in different ways, it encourages 
students to learn on a consistent basis, and it places the responsibility for learning with 
the student. The teaching and learning strategy can be improved by: 
 providing more areas where students can debate multiple solutions; 
 incorporating more group work to enhance interpersonal skills; 
 explaining the workings and the purpose of the teaching and learning strategy 
more effectively; and 
 providing a better indication of the approximate amount of time that should be 
spent on each element. 
The teaching and learning strategy was changed to take into account changes in the 
global environment, changes at UJ and changes in the professional accounting world. It 
appears to be successful and working at the moment. It should, however, be evaluated 
regularly and changed when the need arises, so that it can continue to assist students 
with learning effectively in a positive learning environment. 
The teaching and learning strategy was not introduced without initial hiccups, 
administrative problems and a lack of proper understanding by both lecturers and 
students. However, the purpose of the approach is clear: to produce students who are 
able to learn deeply and who can take responsibility for their own learning. 
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Annexure 1 
Transcribed interview with Interviewee 9 
R In my email I said that my study is about the teaching and learning strategy. Can 
you explain that strategy to me in your own words? 
I9 Okay, the way I see teaching and learning or the way teaching and learning 
should work – it‟s a process. And there are different phases in this process and 
there are a lot of different role players in this process. And the most important one 
is the student at home. So the lecturer is there to guide and to give focus. But 
before the lecture the student should go and see what this is about – and it does 
not happen. Although it‟s supposed to, people don‟t do it. Then in the lecture, 
you‟re supposed to give focus and say: Listen here, this is important, this is 
something you struggle with. Just give them guidance so they can understand 
and be able to figure this out at home on their own. The most important part is 
then going back at home and study before the test. I think the idea is good and it‟s 
one of the best ways to teach people stuff … the stuff you remember the best is 
the stuff you struggled the most with and figured it out. If you just give everyone 
everything on a plate, then you won‟t create proper people in the work force. You 
won‟t give them proper skills to use when they‟re out there. So I think the whole 
thing … that‟s the teaching and learning strategy for me. To guide students 
through this process to help them to be able to use the skill they learn in their 
studies or during their studies to be able to apply it once they finish their degree 
and start working. 
R Excellent. If we break it down into the little small elements that we have….you 
mentioned the pre-working at home or the pre-reading or whatever you want to 
call it. So what‟s the purpose of that? 
I9 Just to get the students to start thinking about the subject so that they can …. the 
fact of the matter is in an ideal world we want them to be prepared properly so 
they have proper question when the lecturer speaks about something in the 
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lecture, they know okay yes I have …. I know what this is. I have a question about 
this or I don‟t understand this specific thing. So you can guide them even more. 
Ok let‟s focus on your specific issues. Because if you don‟t do that you focus on 
issues in general. That‟s how pre-reading is supposed to work. Pre-reading in 
essence, the only thing I believe pre-reading has to achieve is to get the student 
to start thinking about it, to start asking questions. To just see what this really 
mean. Why is this important? 
R But you say that that‟s not happening? The pre-reading? 
I9 No not necessarily pre-reading. Pre-reading happens but I don‟t know if 
people….okay let‟s. The fact of the matter is I don‟t think it‟s not happening 
because it‟s not being handed out or it‟s not done. It‟s not important for the 
students so they don‟t really care about it. 
R Then there are the tutorials. How do the tutorials work for fin? 
I9 Brilliant idea. But they don‟t work in practice. 
R Why not? 
I9 The main thing about tutorials is there to guide people…to say ok now you have 
done this, you have this issues it‟s a smaller group, people are supposed to have 
more confidence in what‟s happening. But that‟s not the way it works. The first 
problem area is the way it‟s marketed. It‟s something new to all of us and then for 
the students it‟s- just now I have to sit an extra hour in lectures where I could have 
done whatever else. The focus is not it‟s there to help you, to make sure that you 
pass in the end. Then furthermore, the material you do in the tutorial at this stage 
is not up to standard. I believe a tutorial question should be a very difficult 
question. Not necessarily to freak students out but just to let them struggle a bit so 
that they can see the principles behind it. And that you have to … I have to be in 
that tutorial to make sure that I can do this because this is so difficult. Just to take 
a step back. If you look at the Faculty of Engineering; people will miss lectures but 
they won‟t miss a tut. I think the tuts add a lot of value in the Faculty specifically. 
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And I mean, why not here? And the main thing is that the tutorial is challenging 
and whatever happens there, helps the students to get to pass the test. In this 
stage, most of the tutorials is just something thrown together quickly. Some of the 
tutorials are … there‟s venue issues and it‟s not properly planned. There‟s some 
tutorials we‟ve had 180-200 people in the tutorial. So it starts to become a lecture 
again. So then it‟s a group class where you actually just steam roll through the 
info and it adds no value whatsoever. And then in the smaller tutorials it‟s just like, 
okay let‟s get this over with. Because it‟s a waste of time. And it‟s not necessarily 
whatever is done in the tutorial is a waste of time but because the students in the 
tutorial feel they‟re there to sign their name on the register so that they can have 
80% attendance so that they can write the exam at the end of the year. The focus 
for the tutorial attendance at this stage is to get exam entrance and it‟s not to add 
value during their studies. 
R Were you the tutors or were there other tutors? 
I9 We took some of the tutor classes but there were other tutors as well. The third 
year, second semester tutorials the three of us took everything. Because there 
were only three classes. 
R So it‟s not a tutor problem as such. Because in some of them they felt that the 
tutors were not up to standard. Do you think that‟s an issue? 
I9  It might be. I don‟t think there‟s one specific thing … let‟s put it this way. I don‟t 
think there‟s one specific thing that if you change that everything will go smooth. 
The major problem at this stage is the planning of the tutorials and the putting 
together of it; the material, the marketing before-hand. The main thing it should be 
stressed in class properly that if you‟re not there, even if you could go and write 
exam if you don‟t have 80%. If you‟re not there you‟re going to fail in any case. 
R Because you‟re missing something integral. 
I9 Yes. And I mean a tutorial – it shouldn‟t just be said, it should be that way. If you 
miss a tutorial you‟ve missed. The fact of the matter is it should be an integral part 
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of the process. It‟s not used to add value at this stage. 
R You mentioned earlier some skills … our students need skills in the professional 
world. What would some of those skills be? 
I9 The most important one is problem-solving. You can have a lot of knowledge and 
you can know everything you possibly can but you have to be able to look at a 
certain set of information, take the relevant stuff and then make a decision and 
solve the problems. 
R Do you think we are assisting students with that? Or is there more that we can 
do? 
I9 I think there will always be more. But at this stage I don‟t want to say there‟s more 
because then I have to say: okay this is how you can do it better. The fact of the 
matter is, people struggle with problem-solving. I honestly don‟t really know why. 
Because you take it and see what‟s the best way to solve it. Logical thinking. And 
at this stage I think our students don‟t really have that capability. Why? I don‟t 
know if it‟s the school system, if it‟s in pre-grad … It‟s higher-order thinking that 
they don‟t have. Logical thinking basically. If you give them something with a 
recipe, something with a framework they‟re brilliant. But if you give them 
something that throws them a bit and they have to think then they‟re not fine. 
R  If you could suggest ways to improve it, what would you suggest? 
I9 I think tutorial classes could be used there nicely, because you can have a nice 
discussion. You can say, okay we have this now what pops up. This is an issue, 
how can we solve this. And then say ... you can show them how to think. I think 
you can even do that in lectures. I know time is a problem and especially in 
honours year that should be sorted out. I think that‟s why people struggle so much 
in the CA honours – the big jump between 3rd year and honours. And the jump is 
not the knowledge, it‟s not the work. If you look at finance, everything you did in 
costing at 300 level you do exactly the same in honours. But suddenly you can‟t 
pass the test. Just because it‟s tested differently. You have to think that step 
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ahead. You have to take everything you have and start solving problems. Where 
in pre-grad, you test a theory. The best way to help people to get through that – to 
start applying the knowledge they have is to start testing the application of that 
earlier. And then obviously to say, this is how you apply it. If you start to learn new 
things you want to say – okay but how? What is the basics? I don‟t care about 
everything that‟s happened – just tell me how to do this. After that you have to 
say: now why? If you know … if you understand where you need to go it‟s easy to 
get there. Whereas you just know how to get there. You don‟t really care where 
you end up at this stage on our pre-grad model. 
R So you think maybe in 2nd year the how question should be answered but then in 
3rd year you should already be answering the why question. And that‟s not 
happening at this stage? 
I9 Yeah. 
R You were a student when we changed over to the new teaching and learning 
strategy. 
I9 Third year. 
R Yes. How did you experience the change-over? 
I9 I felt especially the tutorial classes was a total waste of time. 
R In all your subjects? 
I9 We only had a tutorial in accountancy and in audit, I think. The audit class the 
tutor was an academic article clerk and he really opened doors for me in auditing 
at that stage. I really enjoyed that class. The accounting … I think there was a 
little bit of a problem there. The accounting … I think there was a little bit of a 
problem there. The accounting tutor I had in 3rd year currently is in honours this 
year. She was my tutor in 3rd year and I passed honours before she got into 
honours. 
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R That‟s weird….. 
I9 It‟s weird. I don‟t know what happened. So I think there the main problem was the 
tutor. She was probably the only Afrikaans tutor and I think she only tutored the 
Afrikaans class. So I don‟t think it would have been an overall problem but I mean 
I think at that stage the process of getting tutors was a bit off. I don‟t think it was 
properly evaluated and said: okay this is the best tutor. They just took whoever 
was willing to do it. 
R If we think about accounting, you know we talk about principle-based standards. 
How do you see what a principle-based standard is? 
I9 A principle-based standard is a standard where you take whatever they give you 
and you can apply that to a specific situation. I think the best … and I know it‟s not 
a standard but I think the best principle-based standard we currently have is the 
Framework. Because you have a set of information that doesn‟t really tell you 
anything but … what I mean by saying it doesn‟t really tell you anything it‟s not: if 
this then that … that‟s rule based. Whereas principle-based is: okay, this is the set 
of information, this is what it has to be. This is the set of principle you evaluate it 
against. IAS18 is still a principle-based standard. Because you know the 
principles about when the risks and rewards are transferring and then you have to 
recognise income accordingly. IAS38 is principle-based. Because you have to 
say, okay but this is now … although IAS38 can be … the main thing of IAS38 is 
the disclosures and the disclosure will always be rule-based because there is 
certain things you have to disclose. But I mean the recognition would always be 
for me, in most of the standards, principle-based. Except then of course IAS19 
which is plainly rule-based.  
R When you learned accounting did you make that link between a new standard 
and the Framework? 
I9 Pre-grad, no. Pre-grad I only … you would say okay this is the IAS16 box and you 
studied it off by heart. Especially in 2nd year. And I don‟t think that‟s a bad thing. 
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Actually I was glad that I knew the IFRS so well in honours, because then you 
didn‟t have to go and say, okay now I‟ve studied. You only went and answered 
the why question. So in honours, yes. Then I tried to link everything to the 
Framework as far as possible. Because if you don‟t do that then you can‟t answer 
the curve-balls. So you have to understand it. The fact of the matter is, accounting 
was not my favourite subject. You had to study too much in it … I tried to do the 
minimum to get it done. First of all. Second of all, accounting is history. It‟s always 
historical info. And I don‟t like working in the past. So yes I understand accounting 
and I did my best to make sure that I understand the principles but the fact of the 
matter is I would rather use that to make a decision in future. 
R  Lastly, is there anything that you would change about our teaching and learning 
strategy apart now from the tuts that you have mentioned? 
I9 I think as we go along it has to develop organically. Whenever the situation arises 
… whenever practice changes we have to change to adapt to that. Whenever the 
type of student change, the student profile change then we have to adapt to 
accommodate that change. It‟s like a living thing that grows as you go on. And at 
this stage I think our teaching and learning model works. We should just be 
careful to say, ok this is the right model now we go with it. And now we keep it 
that way. So I think it should be evaluated constantly and it should change 
constantly to keep it a good model. But not just change it for the sake of 
changing. So the main thing there is, there‟s this fine balance between changing 
because it needs to be changed and changing just for the sake of changing. And I 
think some things might have just happened for the sake of changing and once 
again I think at this stage the tutorials is that. The tutorials are there just because 
it should be there. It‟s not there because it‟s for … to better the model. Although 
it‟s a brilliant idea. And I think we should be careful for that. Rather than not do it, 
although it‟s a good idea than to do it half. Or to do it just for the sake of getting it 
done. 
R Anything else you want to add. 
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I9 No I think that‟s it. 
 
